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Abstract
This study explores how the classroom setting left by Full Time Employed
Teachers influences Occasional Teachers’ teaching day. In particular, it considers how
different materials and interactional conventions either positively or negatively affect the
working day of Occasional Teachers.

The study employed a qualitative research methodology, with six Occasional
teachers interviewed and three Full Time Employed Teachers interviewed. Findings .
indicated that an organized classroom and repeated teaching at one school would
influence the Occasional Teachers day positively. Also found to have a large impact upon
Occasional Teachers’ days was the amount o f professional autonomy they were able to
exert in their teaching. It was demonstrated that the more professional autonomy
Occasional Teachers were able to exercise in their work, the more engaged they were
with their day giving them greater job satisfaction, thus influencing their day positively.

Keywords: Occasional Teacher, classroom influence, professional autonomy, repeated
teaching, materials and interactional conventions.
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Chapter 1: Introduction
This study explores how the classroom environment influences Occasional
Teachers’ experiences in the classroom. More specifically, it investigates how the
classroom setting helps or hinders the Occasional Teacher’s ability to manage the class
and teach the curriculum. Therefore this research focuses on the classroom environment
and the influence it has upon the Occasional Teachers’ experience for the day.
From November 2000-June 20091 worked in some capacity as an Occasional
Teacher (hereafter OT) in Canada, Taiwan and Australia. Each day that I taught
occasionally, the degree to which I was able to deliver the curriculum or engage students
in learning differed. Prior to the commencement of class, I could often predict whether
my assignment for the day would consist of me ‘babysitting’ or actually teaching. There
are clues in each classroom that helped me to judge how successful I would be as a
teacher while at the assigned job site. Some o f these influences included (a) the type of
lesson plan left (‘filler’ work or regular curricular work), (b) if there were clear classroom
rules posted, and (c) if I was left with forms o f reward and/or punishment that the
students knew.
I recognize that during my diverse experiences within the classroom as an OT,
influences that were not as apparent prior to the morning bell, but that were still extrinsic
to me, existed. Some that come immediately to mind are (a) if the students had been
informed that their regular teacher would be absent, (b) if the students had experienced
OTs in their room previously during the school year and if the regular teacher had
followed up on threats or praise left by earlier OTs, (c) if other teachers had been
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informed that an OT would be present for the day and (d) if there was a teacher there to
be of assistance or to observe and report back to the regular teacher. With these
experiences in mind I set out to explore the influences that both the literature and a study
of educators, in the junior division of one school, see as factors that influence the OT’s
day. This study is therefore an exploration of how the encountered setting can affect OT’s
abilities to fill classroom time with the necessary implementation of curricular studies
and/or to deliver effective lesson plans.

:

;

Description o f Phenomena
It is stated by the Ontario College of Teachers (hereafter OCT), “to become a
teacher in Ontario, teachers must complete a postsecondary undergraduate degree, or
meet other acceptable requirements, and complete an initial teacher training program
offered by an accredited faculty of education.”
(http://www.oct.ca/teacher_education/initial_programs.aspx?lang=en-CA, Dec. 12, 2009)
For anonymity purposes, the School Board studied is referred to by the pseudonym
Student’s Learning School Board (Hereafter SLSB). Student’s Learning School Board is
directed by the Education Act to only hire teachers who are accredited members of the
OCT to teach for the board. This is applicable to both Full Time Employed (hereafter
FTE) teachers and OT’s as they both teach for the board. The term FTE is the term used
by SLSB to refer to a teacher hired by the board to regularly teach a class of students.
(S)he is the person the OT replaces. It is important to gain insight concerning both the
FTE and the OT as the FTE creates the environment that will influence the OT’s day.
The OT is a teacher who is hired to cover classes when an FTE is unable to teach
his or her students. Due to holding OCT membership it is assumed that an OT with the
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SLSB is a professional capable of functioning in the role of teacher. Because OTs work
within the public school system as a teacher, provisions under the Education Act are
applicable to them. The Education Act, Section 2 6 4 ,1(a) states that “it is the duty o f a
teacher and a temporary teacher to teach diligently and faithfully the classes or subjects
assigned to the teacher by the principal”. They are individuals who have been educated to
teach to the same standard as their counterparts, Full Time Employed Teachers. Those
referred to as OTs in this study are “identified by a number of different labels which are
used interchangeably, such as occasional, temporary, floater, emergency cover, short
term supply, long-term supply, substitute, recruitment agency teacher, relief teacher and
teacher on-call, to name a few” (Pollock, 2008, p.8). These individuals are needed when
the regular classroom teacher is unable to be with his or her class for any reason.
Ontario’s Education Act defines an OT as follows:
A teacher is an Occasional Teacher if he or she is employed by a board to
teach as a substitute for a teacher or temporary teacher who is or was
employed by the board in a position that is part of its regular teaching
staff... (Section 1(1.1) Education Act, R .S .0 .1990, c.E.2)

Despite the fact that this is the legal definition for the OT, there are two
competing discourses found in the literature pertaining to that role. The first argues that
OT’s are ‘babysitters’ whose job is primarily one of classroom management and ensuring
student safety (Clifton & Rambaran, 1987; Freedman, 1975; Glatfelter, 2006; Sigel,
1991)). The other views the OT’s role as continuing to educate students as if the regular
classroom teacher were not absent (Duggleby, 2007; Glatfelter, 2006). This second view
is in line with the legislation which states that in Ontario OT’s are certificated members
of the OCT and are thus expected to follow the Standards of Practice set out by the OCT
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and found on the OCT web site (www.OCT.on.ca). Within this discourse OTs are
expected to:

V'
1

perform a vital function in the maintenance and continuity of daily
education. In our public school systems, substitutes [OTs] are the
educational bridges when regular classroom educators are absent.... The
professional substitute ensures that time is productive and furthers the
student’s learning” (Rude, 2008, p.xix)
This study explores how certain influences may help OTs to work in the role of educator.
This concept of work follows the second discourse where the OT’s job is to educate
students as well as ensure their safety.
It is important that OTs take the role of educator because of the amount of time
they spend in the average classroom. In a 2007 Ontario study, it was found that FTE
teachers miss an average of 12 days per year due to illness (Denley, 2007). This statistic
does not include days absent for care giving or professional development. Another

;

statistic, this time found in American literature, states that students will be taught by an
OT for the equivalent of one school year while in attendance from Kindergarten through
to grade twelve (Glatfelter, 2006; Long, 1996). With teachers absent for approximately
10 or more days in a school year, with 188 days (excluding professional development
days) in an Ontario school year, students can be expected to be taught by an OT for
roughly 5 percent o f teachable days. My aim in this study was to investigate how OTs are
influenced in the classroom. It is important to investigate how these influences aid or
hinder them in functioning as educators because of the relatively large amount of time
that they spend in the classroom

5
Research Problem
The dialogue concerning the role of OTs is not a new phenomenon, in Meunier’s
1988 Master’s Thesis, he discussed comments by Doug McAndless, a Past-President of
the Ontario Teachers’ Federation’s (hereafter OTF) during a 1980’s OTF panel
discussion on the responsibilities of Occasional Teachers. He stated, “educators and
administrators could no longer afford the attitude that substitute teachers are baby
sitters... school systems should give their needs more attention” (p.l). As can be seen
through popular media, such as a search of substitute teacher on the web site U-Tube
(www.utube.com), the prevailing image of the OT held by the general public is still often
that o f a ‘baby-sitter’. In my personal experience, in some cases the materials and plans
left behind for me as an OT were clearly meant to enable me to Took after’ the students
rather than to use classroom time to cover curricular materials. In today’s educational
atmosphere, with such a strong push toward high stakes testing, it becomes exceedingly
beneficial when OTs can effectively maintain the continuity of learning necessary for
student achievement (Duggleby & Badali, 2007; National Education Association, 2003).
This thesis explores the many elements that make up the culture of the classroom that
will influence OTs’ likelihood of success.

Influencing Elements
There are many influences on OT’s work (Pollock, 2008). Occasional Teachers
can be successful educators if they are able to teach for the day in the same capacity as is
expected of the FTE(Glatfelter, 2006). This would include both ensuring the safety of the
students and guiding the students through the curriculum in a meaningful way. One
possible influence upon OT’s experiences is the interaction or lack of interaction between
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themselves and Full Time Employed Teachers. As St. Michel (1995) put it, “regular
teachers do not go out of their way to work with or interact with substitutes aside from
requesting that substitutes leave written notes about their experiences” (p. 19). This is
also consistent with Sigel’s (1997) findings.

,

;

The attitude of the permanent teachers toward substitute teachers is far less
positive than it should be. Permanent teachers view substitute teachers as
temporary; not to be taken seriously, and as less than competent. Their prejudice
does not recognize substitute teachers as “real” teachers (p. 23).
The attitudes and behaviours of full-time, permanent teachers can influence OT’s work
(Pollock, 2008). Occasional Teacher participants in this study were asked if they felt that
FTE’s treated them with the same professional courtesy that is extended to most other
Full Time Employed Teachers.
Another influence on OT’s abilities to manage and teach in the classroom is the
kind of material left for them. One type of material often left by the FTE for OT’s can be
described as ‘busy work’ (Pollock, 2008). This is work that the students would not be
assigned if their regular teacher was present; it is meant to keep them occupied and is not
necessarily linked to provincial curriculum outcomes. Reasons for leaving this type of
work may include; (a) keeping students busy and therefore safe, (b) keeping students
occupied causing less content related issues for the OT and (c) to ensure that OTs do not
have a chance to incorrectly teach the lesson which, if it occurred, would cause problems
for the FTE when (s)he returned. Examples of ‘busy work’ include such materials as
word searches, math work sheets, videos, art pages and other similar activities. Pollock
(2008) states that “when OT’s work in classrooms where the lesson plans and directions
centre on filling class time with busy work, their work can be even more challenging”
(p.26). This ‘filler’ work, even if it covers the curriculum, may not allow for OTs to teach
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while on the job assignment. Also, when work that could be seen as irrelevant to the
students is left by the FTE, classroom management may become the priority for
Occasional Teachers (Pollock, 2008). Occasional Teachers participating in this study
were asked if they noticed a tendency for FTEs to leave them ‘busy work’. If they did
notice this, further probing sought to discover if OTs felt that the use of this type of work
influenced their teaching practice.
I also investigated what occurred in circumstances when OTs were left in a
position to deliver a program that was not suitable for them to teach due to (a) not having
the necessary subject background or (b) not having the appropriate resources or materials.
If the lesson plan supplied was not supported by appropriate resources, the lesson content
and learning strategies put forth may differ from what the FTE had intended (Pollock,
2008). This lack o f knowledge and/or material may lead to students acting out or to the
lesson not covering the desired curricular expectations. This could cause the FTE to have
to re-teach the lesson’s content, leaving the OT’s lesson to be considered a waste of time
by both the FTE and the students. This could be detrimental to the OT as it would cause
V

his or her professional ability to be questioned by both the FTE and the students.
Participants in this study were asked whether they had been in situations where the lesson
plans or programming left for them were inappropriate and if so how? Full Time
Employed Teachers were asked if they had encountered situations where the lesson plans
they left for the OT were not executed as intended and how they felt about this.
Research has suggested certain influences such as lesson plans, seating plans and
classroom management plans which, if made available to OTs by FTEs, should increase
the OTs’ ability to classroom manage and teach (Holmes 2002; Hughes 2008; Muijs &
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Reynolds; 2001; Pressman 2007; Rogers 2003; Rude 2008). I explored if OTs believed
that the type and availability o f lesson plans, resources and classroom management plans
were influential upon their experiences as Occasional Teachers.

K

Research Question
How does the classroom environment OTs encounter influence their classroom
experience?
Sub-questions
There are sub-questions to be answered in attempting to solve the main research question.
These are as follows:
What influences are present in the classroom setting that specifically help OTs with
classroom management and teaching?
What influences are present in the classroom setting that specifically hinder OTs with
classroom management and teaching?

Rationale
The work undertaken in this thesis helped develop an understanding of a topic
about which I have long been curious. This topic is not densely represented in the
literature. Pollock (2008) speaks of this lack of representation in the literature when she
states that “The only piece of academic writing with a strong theoretical framework on
this topic is work by Clifton and Rambaran (1987)” (p. 57).
I sought to explore the influences that support OTs working as educators. This
would see them involved in teaching and learning rather than performing the role of
caregiver. When OTs are provided with the necessary information upon beginning an
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assignment they can be more successful in promoting student learning rather than being
in a purely supervisory role (Manke, 1997). It must be remembered that OTs are always
at an instructional disadvantage as they will not have not worked with the students for a
long enough period of time to have knowledge of each student’s individual learning
styles, and will not know where a student stands academically (Pollock, 2008).
Occasional Teachers do not know the students; they must not go into a room with
their own set of expectations as to how the students should be working and what they
should be working on (Hughes 2008; Holmes, 2002; Muijs & Reynolds, 2001; Pressman
2007; Rogers 2003; Rude 2008). Occasional Teachers “need to accept the variety of ways
students’ complete tasks and (need) to accommodate as many different learning styles as
possible” (Holmes, p.14). There are strategies found in literature for OT’s that indicate
how OT’s can prepare for student differentiation.
A major component of OT literature are OT manuals which often contain
different action plans, materials and tasks that OTs can utilize to achieve success in
different classroom settings (Hughes, 2008; Muijs & Reynolds, 2001; Pressman, 2007;
Rogers, 2003; Rude, 2008). These manuals point to a number of tasks for OTs to
complete upon acceptance of a job. The types o f tasks that are found in occasional
teaching manuals are also listed in the Elementary Teacher Federation of Ontario (herein
ETFO) document, Head of the Class (2002). Responsibilities listed for the OT include;
reviewing the in-school support program timetable, finding the class list, checking for
special events and finding the seating plan. The OTs participating in this study were
asked if having this information supplied to them improved their work. Full Time

f

!

Employed Teachers were asked if they thought it was their responsibility to make this
information available to Occasional Teachers.

Conclusion
It can be seen here that there are many influences on the OT’s day. These will
influence which discourse the OT is able to follow; that o f educator or that of
‘babysitter’.
The following chapter investigates the literature concerning how both materials
and interactional conventions influence the OT’s working day. Next, findings from
interviewing both OTs and FTEs will be presented. Finally, a discussion of themes that
emerged through both the literature review and interviews will be presented.-
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Chapter Two: Literature Review
This section analyzes the existing literature/information on the topic of how the
OT is influenced by the setting of the classroom. It seeks to discover areas of influence
where the researcher feels that further investigation through the interview process is
necessary. Information was gathered from teaching manuals (Clifton & Ramabaran,,
1987; Holmes, 2002; Hughes, 2008; Muijs & Reynolds, 2001; Pressman, 2007; Rogers,
2003; Rude, 2008) published to aid OTs in achieving success. Also investigated were
studies completed for Master’s and Doctoral dissertations (Glatfelter, 2006; Meunier,
1988; Pollock, 2008) to ascertain what has been uncovered that is relevant to this topic.
The third type of literature studied includes textbooks and academic writing pertaining to
influences in the classroom (Beaudoin, 2004; Brucato, 2005; Burden, & Byrd, 2003;
Freiberg, 1999; Manke, Muijs, & Reynolds, 2001). The issues explored are categorized
into two broad groups (a) materials and (b) interactional conventions. The material’s
section investigates (a) resources and (b) lesson plans. These are tangible learning v
materials that, depending upon the quality o f what is made available by FTEs, will
influence Occasional Teachers. The second section of the review investigates the more
dynamic aspects o f the classroom setting. These influences are not as easily recognizable
as materials to OTs, yet still greatly affect OT’s teaching. Characteristics such as (a)
classroom’s and school’s culture, (b) classroom management and (c) teaching staff,
administrators, school community and the physical plant and their influences upon OTs
are explored.

.

, .
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Materials
Materials to be used by OTs are often left by Full Time Employed Teachers.
Occasional Teachers may also choose to bring resources with them to a job site. ,
Materials include the resources utilized by OTs to engage with the students and the
day/lesson plans (plans for the teaching day) created by FTEs for Occasional Teachers.
Resources are used to complement lesson plans and to prepare OTs for the many
situations that may arise while on the job.
Resources
Much o f the literature found to aid OTs is in the form of manuals. The OT manual
is a book that usually covers (a) what to expect as an OT, (b) the typical day of OTs and
(c) strategies and resources to aid OTs in achieving success. One strategy that most OT
manuals discuss is the importance of the OT carrying a ‘kit’, or ‘survival activities’
including such things as extra pencils, erasers, a whistle, word games, books, tissues,
blank name tags, emergency lesson plans and fast-finisher’s work (Holmes, 2002;
Hughes, 2008; Muijs & Reynolds, 2001; Pressman, 2007; Rogers, 2003; Rude, 2008).
This level o f preparedness can be helpful for OTs in a situation where (a) the FTE has not
left enough work, (b) the work left is inappropriate or (c) there are missing instructions or
incomplete materials. Occasional Teachers in this study were asked if they felt the need
to have this level of preparedness. Both OTs and FTEs were asked who should assume
the responsibility of preparing for the unexpected.
Day Plans & Lesson Plans
A day plan is a plan for the teaching day including a schedule of subjects for the
day, yard duties and any other scheduling information such as assemblies or
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beginning/end of the day routines. The day plan consists of lesson plans for each subject.
Included are such items as learning expectations to be covered for each subject and the
location of materials needed to deliver the lesson. It is important for OTs to have a lesson
plan enabling them to be prepared. This way, their time can be spent delivering a quality
lesson and concentrating on managing the class rather than scrambling for work for the
students. It is stipulated in the SLSB’s OT’s collective agreement that FTEs leave a
lesson plan for OT’s (this policy is withheld to respect anonymity) for the first day
absent. These same instructions are not stipulated in the FTE’s collective agreement. This
i

discrepancy leads to lesson plans ranging from a blank page, to the minimum amount of
information necessary (such as a timetable of subjects), to a very detailed plan. Any plan
can have the potential of causing problems for OTs for reasons such as the use of
acronyms, jargon and/or missing or incomplete materials (Pressman, 2007). Often the
lesson plan that is left for OTs to deliver is ‘dumbed down’ meaning that the content and
delivery are presented in ways that are simplistic and not challenging to the students and
do not honour the professional autonomy of Occasional Teachers. An example of this
type o f lesson plan would include such things as worksheets, games, and videos that the
regular teacher believes will be easier for OTs to manage (Pressman, 2007). This change
in programming affects the student, which in turn influences the OTs experience. This
influence occurs because of a change in lesson content rather than a change in teacher as
students find themselves working on materials that are not overly challenging that they
may view as ‘filler’ or unimportant busy work (Glatfelter, 2006; Pressman, 2007). Full
Time Employed Teachers may be trying to make it easier for OTs by leaving ‘painless’
lessons. Full Time Employed study participants were asked what type of work they leave
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for OTs and why. Occasional Teachers in this study were asked if they felt that FTE’s
leave ‘filler’ work for them. They were also asked if they find that students become
restless with this type of work creating a need for more behaviour management than
necessary.
Not only can students become restless, but another “result is that both teachers
(and OTs) often feel that days are wasted and substitute teachers become what one
administrator called ‘high-priced babysitters.” (Glatfelter, p.6) It is therefore important
that FTEs learn how to effectively and efficiently prepare lesson plans that a substitute
will not have difficulty interpreting and implementing (Glatfelter, 2006). This study
explored what kinds of lesson plans are left for OTs, and how OTs think these different
plans influence their classroom experience.

Interactional Conventions
Interactional conventions are influences that are put into place long before OTs
enter the classroom. Full Time Employed Teachers work to implement these conventions
within their own teaching from the first day of school. The school community and the
FTEs teaching philosophy and teaching style foster these conventions. They include (a)
the culture o f the classroom and school, (b) classroom management, (c) seating plans,
(d) classroom rules and expectations and (e) positive and negative reinforcement. Each of
these categories was to be examined to determine how they influenced the experience of
OTs. The first interactional convention to be investigated is the culture that the OT enters
for the day.
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Culture
It is believed that the culture of the classroom and the school can influence OTs
work (Fraser, 1999) . There are many aspects o f the classroom and school that help to
create the overall school culture. Such things as the communication methods and the
decision-making processes of administrators, teachers, support staff, students, students’
parents and volunteers all work toward creating the culture. The classroom management
style of the teacher can also affect the working behaviours of his or her students, thus
shaping the culture found within a particular classroom (Fraser, 1999). Both the
influences of the classroom and the school’s culture are investigated in this section.
Classroom culture. The classroom culture can be defined as a concept that
includes the mood <pr atmosphere of a classroom created through the set rules, teacherstudent interactions and the set up of the physical environment (Muijs & Reynolds,
2001). Occasional Teachers were asked if these attributes contribute to their experiences
in the classroom.
One factor that affects the culture of the classroom thus influencing the
experience of OTs is the level of respect granted to them from Full Time Employed
Teachers. When FTEs do not respond positively to OTs, it can impact the way the
students react to OTs (Cornwall, 2004). If this lack of respect is present, it can create a
classroom culture where OTs are not valued, thus affecting the OTs experience.
The overall culture of the classroom is one influence that can affect the OTs
ability to deliver a quality program (Fraser, 1999). If the culture that the OT enters is one
where the students are motivated to learn and is one in which OT’s have the tools to be
comfortable to deliver a program similar to what the students are familiar with; then (s)he
will be more comfortable and will therefore be more successful at delivering a
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meaningful lesson (Glatfelter, 2006). Occasional Teacher participants in this study were
asked to describe the different cultures they encountered and whether particular cultures
influenced the success they had in the classroom. Participants were also asked if they take
cues from the classroom setting to predetermine what their classroom experience might
be for the day. When respondents answered yes to this, they were asked to elaborate on
these cues.

-

■; v

The culture set by FTEs can influence the environment that the OT enters. FTEs
“who are perceived as being understanding, helpful and friendly and show leadership
without being too strict have been found to enhance students’ achievement and their
affective outcomes” (Muijs & Reynolds, 2001, p.58). An effective classroom
environment can be a clue to the OT that (s)he should try to continue with the FTE’s
teaching style. Full Time Employed Teachers in this study were asked to describe their
teaching styles. Then, the OT who worked in his or her room was questioned to discern if
the setting left by the FTE influenced their ability to work in the classroom.
Fraser (1999) argues that the culture of the school or classroom can influence
student achievement and attitudes. Full Time Employed Teachers, their students and

■

anyone in contact with the school help to create this culture. Occasional Teachers enter
and have to interpret it. The accuracy of this perception is variable. For example, the OT
may feel that the class is behaving in a certain way because the regular teacher is n o t:
present, when in fact this may be the way in which this particular classroom functions.
Some teachers choose to use a more power coercive style of behaviour management, thus
creating a classroom setting where students are expected to follow the rules and work to
the best o f their ability (Niebrand, 2000). The students are not to take part in the decision
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making process, nor are they included in the logic behind why decisions are made. On the
other end o f the continuum is the teacher who believes that if (s)he includes students in
the decision making process, that it will in turn affect their learning. They will have a
better understanding o f their learning, ultimately causing a more positive culture within
the classroom (Niebrand, 2000). Occasional Teachers were asked if they look for clues
within the classroom’s environment to determine the FTE’s classroom management style.
If they responded yes, they were asked if they try to follow it or if they try to implement
their own style and why.
School culture. The culture of the school can also influence OTs’ experiences.
School culture can be defined as “the characteristics of the total environment in a school
building” (Owens 2007, p.187). Although two school buildings may be structurally
identical, it is the culture; the “perceptions of persons in the organization that reflect
those norms, assumptions, and beliefs” (Owens 2007, p.192), within each school that
makes every building unique. This distinctiveness is in part due to external influences
which contribute to the culture of the school as it is in every sense an open system; the
outer community enters its’ doors practically every day. The cultural differences found in
varying schools can also be attributed to established, maintained and evolving
organizational structures. It is important for the OT to consider the culture of the
establishment that they will enter before, during and at the end of the working day. The
school’s culture will strongly influence classroom culture, and in order to be effective the
two need to be complementary (Muijs & Reynolds 2001, p.58). Classroom culture is
embedded within the school culture causing the two to be interrelated. If the culture of
the school for example has an understood protocol concerning how to deal with
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behaviour issues, OTs should be aware of this so that they react properly in the classroom
setting. When the classroom culture mimics the culture of the school, it would be
interesting to discover if this familiarity would improve the OT’s teaching experience
when they teach repeatedly at one school. Occasional Teachers participating in the study
were asked if they had worked frequently at the studied school. If they had, they were
questioned to ascertain if they felt that they could generalize the school’s culture to the
classroom that they recently taught in and vice-versai Finally, they were asked if they felt
that this enhanced their experience in the classroom.
Classroom Management
Classroom management is described by Burden and Byrd (2003) as involving
“teacher actions to create a learning environment that encourages positive social
interaction, active engagement in learning, and self-motivation” (p. 235).
It is important to realize that OTs have to establish themselves as a teacher to be
respected within every new class in which they teach. If they can make use of the regular
teacher’s rules, routines, classroom organization and Tessons’, OTs still have to quickly,
and confidently, define the classroom situation at the outset as their class (Rogers, 2003)!
In order to be successful, the OT needs to earn the students’ respect. Research has
established that to have students work at the level of OT’s expectations, the OT needs to
be assertive, flexible, and good-humoured (Meunier, 1988). OTs participating in the
study were asked if they have their own basic behavioural expectations in mind when
they enter a class and if they convey what these expectations are to the students (Rude,
2008);' ■

1 ■■■■- ■• -

'

'
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■
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Important aspects of classroom management are created by FTEs prior to the OTs
arrival. Such things as the seating plan, classroom rules and expectations and forms of
reinforcement are pre-established thus influencing the OTs experience.

'

Seating plan. One of the first things that an OT needs to do upon entering a room
is to have a plan of how to get to know the students’ names. “This can appear trivial, but
not knowing students’ names can create the impression that the teacher does not care
about her or his students as people” (Muijs & Reynolds, 2001, p.5). If the OT has a n !
accurate seating plan, or name tags, they can take the first step toward gaining student
respect, thus enhancing their experience in the classroom. Occasional Teacher study
participants were asked if seating plans are often left for them, or if the onus is left upon
them to develop a plan for learning student names upon arrival. If they use their own
plan, the researcher probed further to learn how they go about learning student names.
Classroom rules and expectations. Along with learning student names, OTs need
to be prepared with their own management plans for the corridor setting, beginning o f the
day settling, transition times, gaining and maintaining whole class attention and

;

classroom exits (Muijs & Reynolds, 2001). Rules and procedures need to be reiterated or
established so that students are aware that the OT is conscious of them. Rules can b e :
defined as “formal, usually written, statements that specify what students are allowed to
do or expected not to do” (Muijs & Reynolds, 2001, p.39). Procedures can be defined as
“informal arrangements that specify how things are to be done in a particular classroom”
(Muijs & Reynolds, 2001, p.39). One strategy to accomplish compliance with OT
procedures is to have beginning of the day instructions on the board or student desks, so
that the students can begin work right away (Muijs & Reynolds, 2001). To implement
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classroom management plans as an OT, there is a need to find posted classroom rules or
expectations (if these are available) and to restate their importance and be sure that the
students are held responsible for adhering to them (Rude, 2008). It is also important that
the OT has some way to follow up if these rules or their own rules are being broken.
Rogers (2003) discusses how “if the (occasional) teacher leaves all follow up to the
regular class/grade teacher it will reinforce in the eyes o f the students that the
(occasional) teacher has no substantial teacher/leadership ‘status’” (p.79). Occasional
•Teachers participating in the study were asked if they reiterate predetermined classroom
management plans and if so they were asked why they engage in this practice. Full Time
Employed Teachers were asked if they feel that it is important to have their classroom
management routines available for Occasional Teachers.
Depending on the class, some students can work quite well and on task regardless
of whether or not their teacher is in the room. “If the teacher has tapped into the students’
motivations and arranged for the students to be responsible for their own learning and
behavior, and the class is relatively self-sufficient, then too much ‘meddling’ on your part
\

can actually cause problems” (Rude, 2008, p.62). Students are seen to be working
effectively within a lesson when they are visibly on task with the work assigned (Muijs &
Reynolds, 2001). There are times when students are not working to complete the task that
has been assigned to them. This ‘off task’ behaviour can occur in a room where the
regular “teacher is very controlling... (the students) are likely to cheer emphatically upon
discovering that they have a substitute and regard the day as party time, making it
difficult for you to keep them on task.” (Rude, 2008, p.62) On the other hand, if the
teacher has established a routine and rules for behaviour in class, that the students have
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assumed ownership for and are used to, they may continue to work as usual whether the
FTE is there or not (Rude, 2008).
Positive and negative reinforcement. It is important for the OT to reinforce
positive behaviours in the classroom; a reward system can be utilized for these purposes
(Burden & Byrd, 2003). Examples o f reward systems include prizes, or the accumulation
of ‘free-time’ minutes. Another example involves the use o f both punishment and reward.
The following example utilizes seating plans, a key component in classroom management
(Burden & Byrd, 2003; Hughes, 2008; Pressman, 2007; Rogers, 2003; Rude, 2008). If the
classroom dynamic has been changed by the OTs presence, the ‘regular’ seating plan may
impede time being spent effectively. For example, if the desks are set up in small groups,
and the OT has spent much time trying to gain the classes attention, it m aybe beneficial
for him/her to have students move their desks into rows with an opportunity to earn back
grouped seating. OTs were asked if they have ever taken student privileges away (such as
the removal o f grouped seating), and if they have used some sort o f a reward system
within the classroom. If they had, further questioning was employed to try to elicit why
they did this and if they felt that it positively or negatively influenced their teaching
experience. There are sometimes school-wide reward systems that OTs can utilize to
reward students. These include such things as school wide draws with good behaviour
vouchers, or points awarded to teams for a team celebration. Reward systems are not the
only influence that the greater school has upon the teacher. There are many influences
found outside o f the classroom that affect the OT’s experience.
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The Influence o f Teaching Staff, Administration, School Community and The Physical
Plant
The teaching staff, school administration, the school community and the actual physical
plant influence the classroom setting that the OT enters. Due to the fact that these
elements affect the setting of each classroom they therefore have an indirect yet
important influence upon the OT’s experiences.
Teaching staff. The way in which a teacher relates to his or her peers can have an
effect upon a school’s culture. If an environment includes individuals who work together
in the planning of curricular and extracurricular activities, the entire culture of the school
can be altered. Teacher collaboration can be defined as occurring when,
teachers choose, spontaneously and voluntarily, to work together, without
an external control agenda. Forms vary from comfortable activities, such
as sharing ideas and materials, to more rigorous forms including mutual
observation and focused reflective enquiry. (Stoll, 1996, p.88)
The extent to which teachers collaborate with one another has been seen as

.the

strongest predictor of job satisfaction.. .teachers were extraordinarily grateful to their
colleagues for sharing ideas, materials, advice, and the workload” (Beaudoin, 2004,
p. 119). When teachers work to help one another and have a good rapport with one
another and their principal, difficult issues are resolved more easily and a general
contented feeling may exude from them to their students; causing an overall more
optimistic, team-oriented culture. Conversely, in a school where administration and staff
do not work well together and are unwilling to share ideas and resources, the entire
community will be affected. There will be little camaraderie between classes and the
overall culture within the building will become more institutionalized and dull. Not only
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will the existing relationships between FTEs influence OTs, but also the prevailing
feeling toward OTs by FTEs will influence OTs’ experiences. (Glatfelter, 2006)
Our neighbouring OTs in most jurisdictions of the United States are sometimes
held in a low regard,because they are permitted to teach with no educational training or
teaching experience (Glatfelter, 2006). It would be unfair to view OTs working for the
SLSB in the same way as many of their American counterparts. However, similar
conceptions of OTs in Ontario are presented through the media or other influences. It is
found that not only do OTs feel that others are unable to see them as ‘real’ teachers, but
others do actually admit to this form of labelling (Munier, 1988; Pollock, 2008).
Glatfelter (2006) stated in his findings that in order to create effective OTs, there was a
need for OTs to build relationships with other teachers on specific school staffs. This is
only possible when FTEs are open to creating positive relationships with OTs. It is in the
FTE’s best interest to create positive relationships with OTs to maintain positive learning
environments. This is corroborated by findings that the teaching experience improves for
OTs when they are familiar with the school (Pressman, 2007). Occasional Teacher study
participants were asked if they teach at the school in this study consistently and if they
feel that this influences their teaching experience and why. They were also asked whether
they feel that becoming familiar with the school’s procedures actually gives them more
time and energy to devote to teaching as claimed by Meunier (1988) and Pressman
(2007). A large contributor in creating the culture of the school is the principal, who
influences and often creates and monitors the aforementioned school procedures
concerning teachers.
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School level administration. School level administration plays a key role in
shapingthe school’s culture.
i

By investing a complete understanding o f the culture o f the district and
determining what is productive or unproductive about it, the educational leader
knows that in order to get anything done, he needs to know everything he can ,
about the strengths and weaknesses of the players. (Brucato, 2005, p. 2)

Many administrators create a mission statement for their individual school, working to
improve the observed weaknesses o f their players. This is often made visible to the
school community on newsletters or on a school website. Teachers are made aware of
this statement and are guided as to how to make their students aware of what it means
and how to strive toward reaching this goal. “The mission statement and how it relates to
learning outcomes is a logical starting point...” (Brucato, 2005, p.l). Schools also have a
vision statement set out by the administrator. This vision is often changed every few
years and often specifies a particular academic or behavioural goal that the school
community will work toward improving. If the OT finds out what a school’s mission
and/or vision statements are prior to beginning their day, (s)he will have a greater
understanding o f that school. This may also signify to the teacher what to watch for in a
school. For example, if a school’s mission includes the goal of students keeping their
hands off one another, an OT may imply that this school has had a problem with hands on
and may be more sensitive that it is a ‘real’ problem not to be ignored. Occasional
Teachers in the study were asked if they look for a school’s mission statement and/or
vision and why.
Experts in occasional teaching feel that there should be a school support system,
including some form o f instructional manual and/or a buddy system between staff
members, with someone in the building being available to answer classroom specific

25
queations (Hughes, 2008; Pressman, 2007; Rogers, 2003; Rude, 2008). It is believed that
the school administrator can have a role in improving the utilization of OTs. Meunier
(1988) argues that “principals should help develop a school policy that outlines ways the
full-time teaching staff can improve the climate of support for substitute teachers” (p.48).
He also suggested that the principal create a brochure with such things as a list of
facilities and resources, a school map, a duty roster, suggestions for classroom
management, a discipline procedure, school routines and OT expectations. Occasionally
teaching study participants were asked if they felt it would be beneficial to have such
things as a buddy system, school rules, lesson plans and seating plans made readily
available to them at each occasional job. They were also asked what components they
feel are beneficial to have as compulsory for the OT when the FTE is absent.
These types of systems could have a positive effect on the OT’s day. Other adults
in the building can also influence the experience of OT’s.
Parent involvement. Although OTs rarely interact directly with parents, parent
involvement within the school contributes to the overall school culture. Parent
involvement differs greatly from family to family and from school to school. Some
schools have a high level of internal parent involvement, with parents volunteering within
the school. Under these circumstances students may feel monitored by the parents of the
community, thus fostering a culture containing more positive behaviour. Some schools
have a high level of external parental involvement, with parents working a great deal with
their children outside of the school. Some schools have a high level of both internal and
external parent involvement and some schools have lower levels. As Beaudoin (2004)
stated concerning levels of parent involvement,
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• Schools have a variety of policies regarding parental involvement. Some
schools require a minimum number o f hours of parent involvement, others
welcome parent volunteers as helpers, some schools prefer that parents do
not remain in the classroom, and still others are begging for help, (p.151)
The level of parent involvement greatly affects a school’s culture; as one with high levels
o f parent involvement will likely foster a healthy learning environment. Also, “parents
who come to the school regularly will keep you informed as to what the current word is
in the community. They will also do some important public relations w ork...” (Brucato,
2005, p.59). Parent involvement will affect a school’s culture, thus influencing how
welcome OTs will feel. Another large influence on the OT’s initial feelings at a school is
the first thing they encounter in the morning, the actual school building.
Physical plant. Although the physical layout of a school does not determine its
culture, there may be certain aspects of a school’s culture that are controlled by the actual
building (Brucato, 2005). Some schools, for example, do not have a gymnasium with the
capacity to hold the entire school population at one time. This means that at no time
(unless outside) can the entire school meet for an assembly or pep rally to recognize
students and teachers or to host any whole-community event. A school without an àrea
large enough to hold the entire population of the building has a tendency to be less
cohesive as a whole, thus altering the culture (Brucato, 2005).
School grounds. Upon first reaching a school assignment, a glance around the
school grounds can tell the OT something about the school culture within which they are
about to be immersed. Such things as general cleanliness can give insight into the
students’ general respect for the building that they are educated in. The state of a school’s
gardens can indicate how administration feels about outer appearances. Catching sight of
equipment for special needs students not only reveals that a school educates these
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students, but also signifies that they have a culture accepting of these needs and one that
works to adapt their environment for them. Although one cannot always judge a book by
its cover, there is something to be learned about a school’s culture by viewing its
grounds. This was also noted by Brucato (2005) when he stated, “Show me a run-down
building that is dirty and not properly furnished or equipped and I will usually be able to
show you an underperforming school” (p. 13).

,

It has been found through the literature that both materials and interactional
conventions have an influence upon the OT’s day. The degree to which these influence
the OT is circumstantial. Opportunities were taken during the interviews to elicit how
OTs felt these materials and interactional conventions could influence their day.
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Chapter Three: Methodology
Mason (2002) states that, “methodological strategy is the logic by which you go
about answering your research questions” (p. 30). For the purpose of discovering how the
classroom setting influences OTs, a qualitative study was used as it elicited detailed,
meaningful data with the opportunity to have the interviewee expand on topics and
themes important to them. Time and resources limit this study to a single case. The case
consists of FTEs and OTs who taught at in the junior division at one particular school.
Semi-structured interview questions were utilized to elicit responses from both OTs and
FTEs in this school. Choice of the school was dependent on the school site recommended
by the school board’s research officer. A research officer from the board was contacted to
gain access to a willing administrator of an elementary school within the board. The
administrator was approached to aid the researcher in the recruitment of FTEs who
agreed to take part in the study. The teachers and the school secretary were asked to aid
in locating the OT who covered the absent teachers’ class. The researcher took the steps
necessary to interview them .once study participants were recruited. The literature and
answers elicited throughout interviews guided the interview questions, with questions
centering on the influences affecting OTs’ work.

1

Participants
Subjects for this study were from the elementary panel of the SLSB as that is
where the researcher had experience and in which she has a particular interest. In the
same light, the initial impulse was to proceed with research not only from a familiar
board, but also in a familiar school, something that d e n se (1999) terms as ‘backyard
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research’. There are many tempting aspects to conducting this type of research such as
the convenience o f interviewing people with whom the researcher is familiar. However, it
is noted that “when you enter a new culture as a researcher, that is your role” (Glense,
1999, p. 26). This is the main reason why the research was conducted “...where you are
not so emotionally close to your subjects that it distorts your design, preferably
someplace where you have not worked and lived for many years.” (Glense, 1999, p. 27).
However, as previously stated, the site used is still within a familiar Board, the SLSB.
For the study to be successful, “ . . .researchers need to develop a rationale for
selecting one or more sites for data collection.” (Glense, 1999, p. 27). For the purposes of
this study, it was decided that one school and one division level would be chosen thus
creating a case study o f this phenomena within that school and age group. Efforts were
made to have the same OTs interviewed who had previously worked for the FTEs
interviewed. This gave the study some cohesiveness as OT’s were discussing the same
classrooms as the Full Time Elementary teachers. Due to the selection criteria for OTs
being based upon teaching in the studied school; years experience, gender and number of
times teaching in the school were not considered when selecting participants because this
study is investigating the classroom setting, not the attributes of Occasional Teachers.
However, I do acknowledge that there is an internal teacher workforce hierarchy and that
individual attributes such as gender, race/ethnicity and first language do influence OT’s
classroom success (Pollock, 2008). As these are still important, OT study participants
were asked about gender and frequency of work at the school so that these could be
considered during data analysis. I also recognize that there is an under representation of
male participants in both categories due to the lower number of men working as
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elementary teachers (Ball, 1998; Jamieson, 2007). Regular classroom teachers were
asked to participate as they are involved in teaching the core curricular subjects
andspecialized teachers such as Physical Education or rotary French teachers were not
asked to participate as they have different teaching experiences (Richards, 2002). After
proper notification (Appendices C & D) and permissions (Appendix E), participants were
asked to participate voluntarily.
The first group of study participants consisted of three FTEs from the junior
division of the studied school in the SLSB. I sought FTEs who had recently been absent
using information obtained from the school secretary. The second group consisted of the
OTs who taught for the absent teachers. The number of teachers interviewed from the
first group was dependent upon how many FTEs responded to requests by the researcher
to participate. It is important to gain an understanding of what the FTE teacher perceives
concerning the topic, as they are highly responsible for setting the culture of the
classroom both while present, and when absent. The second group to be interviewed
consisted of six Occasional Teachers. Within the second group, teachers who were on
assignment for the FTEs already taking part in the study were ideal. Each was
interviewed to gain his or her insight into the influences that affected his or her time in
the classroom. Pollock (2008) writes of three broad groups of OTs: new entrants, career
occasionals and retirees. Teachers’ experience or lack o f experience can be expected to
influence their proficiency in understanding a school’s culture and their experience as
Occasional Teachers. Thus how they assess their surroundings in light of these attributes
was considered when analyzing the interview data.

v
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The three FTEs who agreed to take part in the study are listed below in
alphabetical order according to their pseudonym name.
The first will be referred to using the pseudonym Ellie. Elbe taught occasionally
for eight months before securing her FTE status. Before teaching in the junior division,
Ellie spent time teaching Kindergarten. She was then a preparatory teacher, which means
that she gave primary teachers their preparation time while she taught their classes music
and physical education. She had taught in the j unior division for the past year and three
months. Ellie had taught at the study school for one year, all of this time being in the
junior division.

;

The next FTE is referred to using the pseudonym Karen. Karen was the most
mature FTE interviewed. She has been teaching for thirty years and had taught in the
junior division for twenty years. She has been teaching at the school being studied for
three years. Karen was one of the more relaxed participants stating that “your idea after
thirty years is you never fall behind, you never catch up, but you never fall behind - it’s
all in due place.”

\

The final FTE will have the pseudonym of Mia. Mia had been teaching for three
years full time and had taught occasionally for three months prior to that. She had
primarily taught grade six students at the study school for all of her three years of FTE
teaching.

■

The study involved six OT participants who were recruited by the researcher
through the Full Time Employed Teachers. These OTs teach repeatedly for the FTE
participants. These participants will be listed in order of who recommended them for the
study:-

;

■ ■■

-
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.-The first to be discussed will go by the pseudonym Mike. All three FTE
participants mentioned Mike as an OT to contact for an interview. He had been teaching
for 39 years. He taught for 2 years at the high school level while still in teacher’s college.
He then taught for 30 years full time, and has taught occasionally for the remaining seven
years. Mike has had many different assignments over the years. In his own words,
I started off in special education and I was, I had, I taught special education like
contained classes for seven years and then I, and then I started teaching grade
four/five for three or four years and then I had three/four, I mean at that time I
was at a school that only went up to grade six. And then I switched schools and
then I taught grade seven and eight for a while and then I switched schools again
and I went to a three/four again. Then I was an LST [Learning Support Teacher]
at another school my last school where I retired and then I taught a grade 8 for the
last half of the year. I retired in December 2002, so I have been supply teaching
since then, so in December it will be seven years that I’ve been supply teaching.
He also volunteers with his board’s Math Challenge and the local University and helps
with the grade 5/6 enrichment math program. As a retired teacher, Mike is only allowed
to teach 20 days a year occasionally with this board. He explained in detail a loophole
that he has uncovered that allows him to teach for 38 days within a year. Mike figures
that he spends approximately 2/3 of his time teaching at the study school in both the
junior and intermediate divisions. Mike often teaches his own math materials rather than
what is prepared for him by the Full Time Employed Teacher.
Sherri (pseudonym) also taught quite a lot for Karen. She has been teaching
occasionally for three years. Sherri estimated that she works approximately three or four
days a week and that she spends 90 per cent of that time at the school studied with the
majority of her teaching being done in the junior division.
Mia’s regular OTs will take the pseudonyms Caden, Seth and Laura. Caden was
no longer teaching occasionally at the time of his interview as he had secured a full time
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employed contract. Caden spent most of his two and a half years of occasional teaching
working on long-term assignments. He taught occasionally for three weeks, and then
secured long term assignments until being hired into a part-time FTE position, which
allowed him to teach occasionally every other day for the year in which the study took
place. During that time, he taught about half o f the time in the junior division, teaching a
total of around ten days in the school studied and around five days for Mia.
Seth had been teaching for five years with approximately two years as a long-term
OT and three years as a daily occasional; Seth works approximately four days a week,
two of those in the junior division and one or two days a week at the school studied. Seth
estimated that he has probably taught in Mia’s room approximately thirty times over his
teaching career.

'

Laura taught abroad for three years, returned, and has been teaching occasionally
for five years, with two of those years on long-term assignments and three years teaching
as a daily occasional. She teaches an average o f four days a week with just over half of
her time in the junior division. She stated she had taught in Mia’s room “a handful of
times, which is really helpful, because I’ve gotten to know the kids quite well”.
Anne (pseudonym) taught regularly for Ellie. Anne had been teaching for two
years with all of her experience as a daily occasional. She works approximately two or
three days a week with the majority o f her time spent in the junior division. Anne worked
in Elbe’s classroom approximately once a month.

Interviews
The semi-structured interview is appropriate for this study as it does not pre
determine the participants’ answers and allows room for informants to respond on their
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own terms; yet still allows for questions to be guided towards particular topical areas
(Patton, 1987). The areas pertinent for questioning in this study have been discussed in
the literature review section of this proposal. In summary, interview questions were
geared toward gaining an understanding of (a) how FTEs regard OTs: if as teaching
professionals and if they extend professional respect toward them, (b) the type of work
left for OTs to teach (busy work or regular curricular lessons), (c) the type of extra
information and materials supplied to OTs, what it is and how it influences their practice
and (d) how OTs classroom manage (if they come to work with their own form of
classroom management or if they try to mimic PTE’s style). These are just a few
examples of the types of questions that were asked in the interview based on information
found in the literature review. A schedule of interview questions can be found in ■.
Appendices A and B.
The interview is viewed as a social interaction where respondents can feel free to
develop the information in a manner that they feel best suits the topic. Hammersley and
Atkinson (1983) contended that “interviews must be viewed as social events in which the
V

interviewer (and for that matter the interviewee) is a participant observer... Interview
data like any other, must be interpreted against the background of the context in which
they are produced” (p. 126). For this purpose, all interviews were conducted face-to-face,
so that full meaning was understood, gaining insight from not only dialogue, but from
body language as well. The interviews with FTEs lasted for approximately twenty
minutes and the OTs for approximately twenty-five minutes.
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Procedure
Informed consent forms and all ethical procedures were followed when
performing interviews (Punch, 1986). Firstly, the SLSB research officer was contacted
for consent to conduct the study. Next, an in person appointment was scheduled with the
principal o f the chosen school. When possible, potential interviewees were met in person
with an information letter (Appendix C &D) regarding the project and the research
process, requesting their participation in the study. If meeting in person was difficult,
potential interviewees were contacted via e-mail (Appendix C & D) that was accessible
by use o f their full name through the SLSB’s internal Webserver. They were only
contacted this way with Board and principal permission. The information letter detailed
their rights to decline participation or to respond to any o f the interview questions; It
further informed participants of the procedures taken to ensure anonymity and
confidentiality. Participants were also made aware that they could withdraw from the
study at any time. Follow-up phone calls (Appendix F & G), letters and/or emails
(Appendix H & I) were made to each potential interviewee to determine their interest in
the research project and to schedule a face-to-face interview. Interviews were conducted
at the location o f the interviewee’s choice. Locations included the respondent’s home and
the interviewer’s home. Upon agreement of an interview time and location, each
interviewee was sent an informed consent letter (Appendix E). Upon completion, each
interview was transcribed with an electronic copy sent to the participant via e-mail for
them to read and make changes to or to give fe edback.

i
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DataAnalysis

;

•

It is particularly important to understand the nature of this social event and the
context in which the interviews took place. As this was a case study, the researcher
sought to appreciate that there was school specific language and culturally embedded
symbols colouring respondents’ language. Broadfoot (2000) argued that this represents a
phenomenological challenge that requires careful planning and a keen understanding of
culturally embedded symbols and language. It was found that because the research took
place within the SLSB, with which the researcher was familiar, any issues related to
understanding cultural differences were navigable. Notes were made during and directly
following interviews indicating instances where these types of issues arose.
All interviews were transcribed verbatim and were then manually analyzed in
order to explore both trends and differentiation in participants’ viewpoints. These trends
were found by creating categories such as physical setting, lesson plans, resources,
classroom management styles among others which emerged for coding by working
through transcripts one at a time sorting information (Merriam, 1998). As expected
influences that were found included such themes as physical setting, lesson plans,
resources and classroom management styles. The researcher worked to manually code all
documentation to determine the emergence of central themes. This process is vitally
important to ensuring an open, exploratory process. Specifically, the process of coding
was both descriptive and interpretive focusing on themes found through the literature
review and through the interview process (Durian, 2002).
For this study, interviews concentrated on the influences found in the literature
considered to influence OT’s work. Interview questions centred on both materials and
interactional conventions affecting the OT. More specifically, questions were asked o f
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the study participants pertaining to the physical setting, lesson plans, resources and
classroom management styles (Appendices A & B). Participants in the study were both
male and female and reflected considerable range in both years of teaching experience
and type of teaching experience. This elicited a rich source for first hand information.
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Chapter Four: Findings
Participants in the study varied in their teaching experience and in their opinions
of what would influence an OT’s working day. Questions for interviews were created to
gain a greater understanding of the influences affecting the Occasional Teacher. Starting
points for discussion with participants were the themes found in the literature. Both
expected and newly emergent themes were exhibited when speaking with both OTs and
FTEs about how the classroom setting influences their experiences for the day. These
themes are broken into two categories, the first being materials with the sub-themes o f (a)
the lesson plan (b) the day plan and (c) the type of lesson left for them. The second :
category was that of interactional conventions, which included (a) prior kno wledge of the
school and classroom culture for an OT who had taught there more than once (b)
classroom management and teaching style, (c) seating plan/student names, (d) classroom
rules, reinforcement and management, (e) behaviour management and the (f)
administrator’s role in facilitating a situation where the OT can have a positive
.

V

experience.

5.

Materials

Materials are the resources either brought by the OT to the job site, or that are left
by FTEs to be used for the day. These include the day/lesson plans (plans for the teaching
day) and any other pertinent information made available to the Occasional Teacher.
Resources are also left to complement lesson plans and to help OTs to be equipped for
the many situations that may arise.
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Day Plan and Full Time Employed Teachers
The day plan should consist of a plan for the teaching day including a schedule of
subjects for the day, yard duties and any other scheduling information. The day plan
should also consist of lesson plans for each subject of the day. Participants were
questioned to elicit what kinds of lesson plans were left for OTs, and how OTs felt those
different plans influenced their classroom experience.
Full Time Employed Teachers were questioned regarding what information they
leave for the OT and what their expectations are of the OT for the day. All three FTE
respondents discussed the use of a self-created ‘supply binder’. This is a binder that many
but not all (as was noted in the OT’s responses) FTE teachers create to pass information
along to Occasional Teachers. All three respondents stated that this binder contains
information pertaining to students with medical concerns, behavioural concerns and
‘helpful students’. There were, however, differences as to the quantity and content of
information included. Ellie struggled with how much information to leave in her own OT
binder when she discussed how
One year at my previous school I had a more challenging class, so I left notes on
each student. This year I have a student with health issues, so I leave a note about
that student. I thought I didn’t have a lot of behaviour, until I talked to my supply
and found out I did, so as the year progressed I would leave notes about who to
watch and who was helpful.
Differences were also found between what FTEs place in the binder when Karen
mentioned leaving photocopy codes in this binder, where Ellie and Mia did not.
Discrepancies also exist among the FTEs when discussing the importance of
completing the lessons left in the day plan. Ellie discussed wanting to have the OT follow
along with the work that she had been doing in class so as not to fall behind. She did
mention that she would like to have Mike in for her if she was sick and did not want to
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plan because he “never does the work left for him”. She said that this would only be
favourable if she was unprepared, but would not wish to have him in if it was a planned
leave. Karen on the other hand expressed that it would not be an issue if what she left
behind was not completed when she stated that “if the kids don’t get a cursive writing
lesson or they don’t get one lesson from big blocks spelling, it’s not going to make a huge
difference... I don’t expect them to get it done, because I know I wouldn’t.”. Mia had a
different take, she thought, “if it’s someone you know you might leave something more ;
specific rather than if it’s just someone through the callout system.” She felt a need to
leave OTs too much information and a lot of work for the students so that they would
“have it covered”. However this caused her to have some anxiety over whether the OT
would feel the need to get through all of it. She did not want this and was not concerned
if all the work did not get completed as long as there were no major behavioural
problems.

'

, Full Time Employed Teachers in this study felt it important to leave OTs
pertinent information to help their day go more smoothly. Occasional Teachers were
questioned to ascertain what information they found important for FTEs to leave for
them. ... ' •

.

■
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Day Plan and Occasional Teachers
Two themes emerged when discussing the day plan with Occasional Teachers.
These themes were the level o f organization found within the classroom and the amount
of teacher autonomy felt and utilized by the Occasional Teacher.
Organization. Classroom organization for respondents seemed to refer to an
organized physical space and an organized plan for the day. All six OTs felt that
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information pertaining to school support (Learning Support Teacher or the English
Second Language Teacher) and assemblies or special events helped to create a less
stressful day. All respondents said something similar to Sherri when she said “an
organized class and a class where there are routines makes our day easier”. Natalie
discussed how this organized classroom is important for her so that she can find
everything she needs without getting frazzled. She explained how disorganization could
cause her to feel out o f sorts arid that if the kids pick up on this, it becomes hard to regain
the class’ attention. Occasional Teachers recognized that finding necessary resources and
having an understanding of the class and school routines in an organized classroom
helped them feel more comfortable in their role as Occasional Teacher.
Teacher autonomy. Occasional Teachers differed in their opinions of how strictly
they should adhere to the day plan left for them. Mike sits at one extreme, insisting that
he likes to teach his own lessons because he feels that he and the students both enjoy
J

them. Caden sits in the middle explaining that “depending on how the class was going I’d
completely ignore what the teacher left and do what I know works just to get through the
V

day with my sanity intact...”. Anne sits at the other extreme from Mike when she says
that she would teach something even if she was unsure that what she was teaching was
right because “they are putting effort to leave it for me and to plan so I don’t want to let
them down that way”. Occasional Teachers in this study differed greatly when discussing
how strictly they would follow the day plan left for themi Discussion with OT
participants indicated an internal struggle between doing what they felt they needed to do
to keep students involved and covering what the FTE left for them.

;
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Lesson Plan and Full Time Employed Teachers
When discussing lesson plans, the type of lesson/work left and how it influences
the working day of the OT was considered. During interviews with FTEs, insight was
gained pertaining to why certain types o f work were left.
t

All three FTEs interviewed agreed that they prefer not to leave a new topic for an
Occasional Teacher. Ellie’s reasoning was that if she left a new topic she would have to
leave more o f an explanation for the OT, which is not favourable for her. She prefers to
have the group continue with something already taught or to work on what she termed
‘busy work’. Ellie reflected upon a circumstance where she discussed a lesson with a
familiar OT to be sure she knew the concept. Even with assurances from this regular OT,
the lesson about order of operations was taught incorrectly. This increased her trepidation
regarding leaving a new topic. Karen adamantly stated that she felt it would simply be too
much to leave an OT a new topic to teach. Finally, Mia did not trust leaving a brand new
topic for an OT to teach because, as she said, “I find then the next day I still have to go
over it too with the kids, just to make sure it started just the way I wanted it to”. It is clear
V

here that FTEs in this study would not leave an OT a new concept to teach and would
prefer to leave a continuation of something already started, review or ‘filler’ work.
Lesson Plan and the Occasional Teacher
What to do with a difficult lesson or a ‘new topic’ lesson were discussed with all
OTs in the study. Participants had differing feelings about their obligation to teach the
exact lesson left. Seth found circumstances where he would have questioned why a
teacher would leave a certain lesson for a particular group. Although he questioned the
appropriateness of the lesson for the group he stated that he would still try to teach it, but
he stated that he would “just leave feedback and just be like, have you ever done this
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lesson before?” He felt strongly that FTEs should question, “why they would leave their
group something like this to do”. Anne discussed the difficulty in teaching lessons from
core subject areas such as Math or Language because she would not have enough
background information. She stated, “I don’t know the methods maybe that the teacher
has taught to help them remember, so I don’t have that kind of information for them.”
She felt that in teaching certain lessons she may confuse the students more than help
them, but she would always teach the lesson left in case “it’s something they really want
done.” Laura felt she was rarely left lessons to teach. Her feeling was that FTEs tended to
leave the students independent work for fear that an OT might “screw up” a lesson.
Although all OTs could think of times when they were left ‘regular lessons’ to teach, they
also observed that this type o f lesson was not commonly left for them.
Type o f Lesson Left By Full Time Employed Teachers
If FTEs were not leaving ‘regular lessons’ for their OTs to teach, the question
became what type of work were they leaving? When Ellie does leave a ‘proper lesson’,
she feels that Math is the way to go. She feels that it is straightforward to leave Math with
\
a page number for the teacher’s manual, which includes prompts to follow. Although she
said at first that she would leave lessons for Language, upon reflection she realized that
she would prefer to leave a continuation of work already started, or what she termed
‘busy work’, for example a comprehension piece. She did state that she would at least
look this type o f work over upon returning and may mark certain sections of it.
Ellie stated that she would prefer it if the OT “taught their own thing” if they were
uncomfortable with the lesson left: she would prefer the OT to be honest and not muddle
through something that could “just confuse the kids more”. Perhaps not wanting to leave
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this to chance, Ellie felt that she left more ‘busy work’ than ‘regular’ classroom work.
When asked to quantify ‘regular’ lessons versus busy work she left for the OT, Ellie felt,
that she left 40 percent regular work (more math and concrete lessons) and 60 percent
filler or busy work.
Karen was not concerned at all about leaving ‘real lessons’, her biggest concern
was that “no one is killing each other while you are not there”. She stated that leaving a
new concept would be too much and she would never do it. She sometimes leaves videos
or comprehension pieces and states that she would never collect and mark that kind of
work, that it’s just ‘filler’. Karen also stated that it would not bother her if an OT did not
complete all of the work that she left. If an OT did not understand what she wanted done,
she would prefer for them to do their own thing if it is going to go more smoothly for
them.
Type o f Lesson Left For Occasional Teachers
When discussing the type o f work left behind for them OTs in the study felt that
they were frequently left what they called ‘filler’ or ‘busy’ work to do with the students.
The degree to which the OT engaged in this work ranged from Mike’s flat out refusal, to
Anne’s getting it done no matter what. Whether they were at one end of the spectrum or
the other, OTs were influenced by how much ‘busy work’ their days consisted of.
A sa more experienced teacher, Mike was quite set in his decision when he said,
“I’m not into busy work, I’d rather do my own stuff, I will leave a little note saying I :
didn’t do this, this is what I did.” When questioned why he did not like to do ‘busy work’
he responded that the kids know that it is just busy work and he would rather teach
something like Math. He feels that no one could argue because as he said “I never had a
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parent-yet say my kid had too much math”. Mike did not seem to think that the FTE
would mind this however Karen did state that this would only be preferable if she had an
unexpected absence and Mia stated that this was not preferable for her.
When Caden was questioned about the type of work left, he expressed that he far
preferred it when teachers left ‘regular work’. This was because he said that the kids :
could sense when it was just ‘filler’ or random ‘to-do stuff and that the class may then
become unruly. In these circumstances he would quickly abandon the work left for him
and teach a lesson of his own that he felt would engage the students. Caden also touched
upon what he would do in a circumstance when he was unfamiliar with the curricular
content of a lesson or if he was in aposition where he was not familiar with the pre- •
teaching for a particular topic. In this instance, he would not abandon the topic as Sherri,
Anne and Laura would also do. These OTs would instead, in Caden’s words, “draw on
the students as much as possible to sort of almost refresh me. I would kind of play it that I
needed them to back track a few steps to let me know what they’re learning about.” Seth
agreed with Caden that ‘busy’ work might cause there to be more behaviour issues in the
V

classroom. However he dealt with this completely differently from Caden, Anne and
Laura. Instead of trying to engage the students, Seth spoke of how he would always have
!
a novel to read to himself. He did say that if there was no work to do that he was great at
engaging students and that he would have his own ‘bag of tricks’ for these instances. But
if there was work left, whether it was ‘busy work’ or work that was inappropriate for the
students, he would say “here’s your work, I’m not going to bang my head against the
wall” and would then retreat and let the kids do as they pleased. For Seth, it would seem
that leaving no work at all may be better than leaving busy work.
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-Sherri, Anne and Laura all had similar feelings about ‘busy work’, which they
referred to as worksheets, reading comprehension pieces or textbook reading. They felt
that when teaching ‘busy work’ often meant handing out worksheets and then keeping the
student’s on task. Sherri did say that this worked much better in the primary division
because this sort o f work more closely resembled the work that the students were used to.
She also felt that a well-behaved class would be able to work well on ‘busy type’ work.
As students got older, Sherri observedthat more behavioural issues arise due to the
assignment o f ‘busy work’. These three respondents felt that occasionally the students
would begin to search for a purpose in the work they were doing. They would then begin
to lose interest eliciting a higher noise level within the classroom. The general feeling for
these three respondents was much like Anne when she stated that she would “let it slide”
to a certain point but “if it gets unmanageable and unacceptable then that’s where I draw
the line and stop and try to stop it from happening.” Anne expressed how this could
create a lot of stress for her and cause the day to unravel a little.
It is seen that different OT’s engaged in their own way with busy work and that it
definitely plays a large role in the success of their teaching day.

:

Interactional Conventions
Interactional conventions in this study are customs established within the
classroom by the FTE which influence an OT’s day. Those to be discussed here include
repeated teaching in the school, classroom culture, classroom management, classroom
rules and seating plans. These conventions are used within the classroom by the FTE and
are used to influence the FTE’s teaching, in turn influencing the OT’s teaching.
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Repeated Occasional Teaching in One Classroom and Full Time Employed Teachers
Most participants discussed that there was an increase in regular classroom work
being left for an OT when the FTE, the OT and the students already had a relationship;
when the OT was somewhat regular in the classroom.
Elbe, Karen and Mia all liked to have a regular supply in who their class knew
well so that the OT would not have to put up with the mischief that students can create
with a supply teacher. Elbe would leave Anne more ‘regular’ type work because Anne
knows the students. Thus, according to Elbe’s theory, working with harder material
would become more manageable for Anne. Karen felt the same way and expressed it
plainly when she said, “I try and book the same supply teacher so then she comes and I
plan the exact same thing that I would be doing and so she knows my program and I just
did a regular day plan.” Karen also articulated the benefits of knowing an OT like Mike
who could come in without a day plan and teach a day, but only for the times that she was
feeling deathly ill. When asked if she worried about falling behind by having someone
like Mike come in she responded that “after thirty years you realize you never fab behind,
you never catch up, but you never fall behind, it’s all in due place.” Mia, on the other
hand, expressed a concern about having someone like Mike in for her who doesn’t cover
the material. She would not want to have him in for her again because she feels that due
to standardized testing in her grade level, she “can’t lose the day”. All FTE respondents
would prefer to have someone in for them that they know and who knows both the
students and the routines of the classroom. This way they can be more certain that they
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can leave material that more closely mimics what they would cover if they were teaching
it themselves.
Repeated Occasional Teaching in One Classroom and Occasional Teachers
Seth, Sherri and Anne all verbalized a more positive experience if they knew the
FTE they were covering. Seth actually felt that he was able to improve Mia’s program as
he was more of an expert in a particular subject than she was. Because he knew her, he
was able to teach a more specialized lesson than what the teacher manual prompted and
was able to explain this to her in an e-mail. Sherri discussed how a teacher that she did
not know was more apt to leave her ‘filler’ type work to make the day easier, but if she
sr
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did know the teacher, then her day would be more or less like she imagined the FTE
would teach had she been there. Keeping the day as similar as possible to what it would
be if the FTE was there not only showed students continuing with curricular work, but
also kept the culture of the classroom more constant.
Classroom Culture and the Occasional Teacher
When questioned about the culture o f the classroom, teachers were prompted to
discuss the physical layout of the room, the room’s tidiness and order, and how the FTE’s
apparent teaching style (based upon cues found within the classroom) affected the
students’ behaviour and how the overall culture of the classroom influenced the OT’s
working day.
Occasional Teacher study participants all felt there was much to be learned by
visually scanning the classroom. When discussing the physical layout of the room, Caden
felt that the most influential factor was the seating plan. Seth discussed looking at both
the seating plan and looking at the walls of the classroom to not only determine the tone
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of the room that he would be in, but also to take note for future practice. Laura felt that
“you can tell a lot just from looking at the teacher’s space, never mind the walls, boards
and student area”. She did, however, state that she looks at the walls for postings
pertaining to classroom rules and classroom management. When she looked at the student
area for clues about the culture of the room, Laura looked for such things as how the
desks were arranged, general tidiness and if the room was divided into definite areas. She
felt that she could usually anticipate the culture for the day based on these clues prior to
the students’ entrance.

,

Almost all OTs at least touched on the tidiness of the room as an indicator of the
overall classroom culture. Dave, Sherri, Laura, Seth and Gaden all felt that the more
clutter seen within the room, the more unruly the students would probably be; whereas
the tidier it is the better behaved they would be. Mike felt that if the room seemed tidy,
then he would figure “oh good, this teacher’s got these kids whipped into shape, that’s
usually a good indication.” Caden looked at the negative when he stated that he looks to
see “if students desktops are bursting with papers, and if everything is every where, then
you know you’re going to be starting with chaos.” He also looked to the teacher’s desk
to see if everything was easy to find and labelled in neat piles, or if everything was all
over the place.

;

,

Anne took a different spin on classroom cleanliness to the others: she felt that if
the room was very tidy, then it may not be a positive, that in some situations it may mean
that “ the more organized the teacher is, the more routines she has in place, the more you
go outside of the routine, the more the kids get disruptive”. This exemplified a need for
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the FTE to leave some indication of their classroom management and teaching style as
they influence the culture of the classroom.
Classroom Management, Teaching Style and the Full Time Employed Teacher
All three FTE participants discussed the benefits of having an OT known to them
and familiar with the school. Karen went into detail about the benefits of having a long
term relationship with her OT. She felt that “the OT should be familiar with the school,
but more importantly that they are familiar with you and your teaching style and your
kids.” She used one OT as an example, stating that she would never have her come in for
her again because she was too regimented and “by the book”. All three FTEs prefer to
have someone come in who can take their place and run the day as similarly to
themselves as possible.
Classroom Management, Teaching Style and Its Affect on the Occasional Teacher
OTs were questioned about the apparent teaching style of the FTE and if they
could infer the FTE’s teaching style based upon the culture of the room. They were also
questioned as to whether or not they would try to follow the same style as the FTE, or
implement their own and why.
Seth linked the tidiness of the room to the teaching style of the FTE when he said
“in a classroom that is much more organized, the kids are definitely better, because they
usually have clear expectations”. He also stated that his behaviour did not necessarily
change based on how organized the teacher appeared to be and by what their expectations
of the students seemed to be. He maintained that he tried to be fairly consistent with his
own teaching, but that the apparent teacher expectations (made apparent in the lesson
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plans, posters on the wall, or the appearance of the room) would definitely give him an
indication o f the day to come.
: Mike felt that the teaching style of the FTE would definitely influence his day. He
discussed how a teacher’s expectations for their students could be inferred by whether he
was shown respect or not. He felt the level of respect shown by students reflects whether
the FTE has expectations o f respect for both themselves and for the Occasional Teacher.
This influences his day because if he “knows the teacher has good classroom control and
the kids are respectful, then I will take more risks and have more fun with them, whereas
if it’s a class swinging from the chandeliers, then we don’t do as much fun stuff, just a
little more busy work just to keep them busy”.
Anne stated that she always tried to keep her own teaching style because she felt
it to be impossible to take on that of the Full Time Employed Teacher. She kept her own
style even though “the more you go outside of the routine, the more the kids get
disruptive.” Laura on the other hand looked for classroom management details such as
classroom rules or a noise chart, anything that would give ideas as to how the teacher
operated the classroom so that she could practice them to maintain routine for the
students. She discussed how this utilization of the FTE’s management style became
especially useful when in the same classroom repeatedly.
Occasional Teachers’Familiarity With School Culture
Occasional Teachers were not only questioned regarding the culture of a
classroom, but were also asked questions regarding the culture of the school. Specifically
they were asked to discuss how, if teaching repeatedly within a school, the culture of a
particular classroom could be translated to that of the school and other classes. They also
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discussed the benefits of being familiar with a school’s culture and finally if they could
infer anything about an upcoming assignment based on the geographic location of the
school/
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Caden, Anne and Laura felt that at almost any school where they had taught, that
after teaching in one classroom they could generalize the culture from that room to the
rest o f the school and furthermore would have a basic knowledge of what the cultures
would be like in other classes within the school. After teaching in one room at a school,
they were able to become familiar with yard routines and dismissal routines helping to
understand the workings of a school, in turn making working in any room in the school
more comfortable. Laura also felt that a culture could be generalized from one classroom
to the entire school, but that you “never know what to expect”. She discussed how each
room has its own dynamic when she said:
Each, room is made up of people, and they are definitely all different. I do think
that the socioeconomic class o f the school and the homes the kids come from can
be generalized to the basic feeling of a classroom, but each room also has a
different teacher and they have different teaching styles and different classroom
management, so as much as the school culture can be generalized, the classroom
culture is going to differ from room to room.
This feeling of knowing the culture o f a particular classroom based upon the
culture o f the school increased for OTs in this study when they were repeatedly at the
same school for different Full Time Employed Teachers. Anne’s feeling of comfort once
she knows the routines of the school was reiterated by Mike when he discussed how his
job became a lot easier by going to the same school because he knows the kids and the
staff and they know him, giving a more comfortable ‘at home’ kind of feeling. Seth,
Anne and Laura also felt that by going to a school repeatedly they would have a better
idea o f what was ahead o f them for the day.
Occasional Teachers in this study not only felt that they could infer what their day
may consist of based upon previous experience at the school, but they also felt that they
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could successfully predict the culture of the school having never been there based solely
upon the geographic location o f the school. Seth and Anne had similar sentiments stating
that if a school was in a rougher area of town, they would know what they were ‘in for’
for the day. Anne also discussed knowing that if the school was in a ‘nicer’ area of town,
she expected the culture of the school to be more of a learning environment with fewer
behavioural issues.
The Influence o f the Seating Plan and Student Names Upon the Occasional Teacher
The importance o f having a seating plan made available by the FTE was
discussed with Occasional Teachers. Many of the OTs in this study spoke to the value of
having seating plans enabling them to call students by name: Many o f them discussed
different ways to identify students by name and its importance.
Mike spoke of the importance of having nametags for students because he felt
calling a student by name made the entire teaching experience more personal. He,
however, did not use a seating plan. He found that this could cause issues with students
switching seats and becoming quite silly. He therefore utilized an interesting rule;
students were not to sit in their own seats.
Caden, Sherri and Laura on the other hand, found seating plans to be quite
important when trying to get to know student names and to be able to gain their attention.
They said that one was usually left by the FTE, but they would usually create one or find
an eager student to create one in the first ten minutes of the day if one was not made
available. Laura felt that calling a student by name helped them to relate to her and
helped her to become more like a ‘real teacher’ to them. She felt that she wanted them to
call her by name and that it would be hypocritical to not do the same for them.
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-Anne also said that knowing the names o f the students was very important. She
explained that she would often play some sort o f a name game at the start of the day and
would know the students’ names by first recess.

:

Seth, on the other hand, found that a seating plan was infrequently left for him.
This was frustrating to him as he felt that knowing the students’ names helped to make
the day run more smoothly. He, unlike the others, would not create his own seating plan,
but would just give the student’s nicknames like ‘Mr. Red Shirt’. He would also listen to
conversations and try to learn kids names that way. He also found that he learned the
names o f students with behaviour issues quite quickly.
Mia discussed how she likes to put the students’ names on their desks. Both Mike
and Seth mentioned a desire to have them posted in this fashion. Knowing the names of
the students benefited the OT’s in this study by helping them to build a better rapport
with the students and enabled them to gain the students’ attention. The consensus was
that once you knew the students names, it became easier to enforce classroom rules.
Occasional Teachers and Classroom Rules
Participants within this study discussed classroom rules and whether they would
use the FTE’s rules, their own rules, or a combination of both. There was also discussion
regarding how they would implement the use o f a set of rules for the day.
Mike, Sherri, Laura and Anne found it helpful if the FTE had their classroom
rules posted and visible; they could then refer to them if a student were to break the rules.
Both Mike and Sherri stated that when in a classroom for the first time, they would go
over the classroom rules at the start of the day so that they would have something to refer
back to should anyone break the rules later. Laura liked it when the teacher had their
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rules posted as they acted as a link between her own expectations and the Full Time
Employed Teacher’s. She would not always go over the rules at the start of the day, she
felt that she could gauge the class in the first few minutes of the day, “if the first few
minutes are totally unruly, then I may go over some ground rules, but if they come in and
are well behaved, then I just deal with things as they come up”. Sherri and Laura found it
important to discuss respect with the students in the class, either at the beginning of the
day or if it became necessary. Laura stated that she “expects them to treat her with
respect and for her to do the same for them”.
Caderi and Seth’s approach was completely different from the other Occasional
Teachers. Both stated that they would not refer to the FTE’s rules nor would they go over
their own rules with the class. Caden felt that any student in a school should follow the
expectation that when the teacher is talking, they are not. He gives reminders when
necessary. Seth let the students know that he left notes for the FTE about who behaved,
not who did not. If a student tried to tell him that they would normally be allowed to
exhibit a behaviour that he disagreed with, he would simply let them know that he was
not their FTE, and it was not allowed with him.
Anne also discussed how she would not convey her rules to the students at the
start o f the day, but would deal with behaviour as it occurred. She did not utilize rules but
referred to the use of positive reinforcement with a treat at the end of the day if the entire
class had behaved. In this respect, she counted on students who wanted the prize to
remind their peers o f the rules instead of her having to enforce them.

,
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Full Time Employed Teachers ’ Viewpoints on Reinforcement and Management
When discussing classroom management and the use of positive or negative
reinforcement, both FTEs and OTs had differing views and methods, which were
associated with the classroom dynamic. Some o f the topics that emerged in this area had
to do with whether or not the OT would use the FTE’s management styles or their own,
how management style suggestions would be left for the OT by the FTE, what type of
reinforcement would be used, if communication was exhibited from the OT to the FTE,
and if there would be follow up based upon this and its effect.
Full Time Employed Teachers in this study differed in their view of whether or
not they wanted the OT to follow their management styles or if they preferred for the OT
to use their own.
Ellie felt that it would be much easier for the OT to utilize her management plans,
as she knows her students and what works or what does not work for them. For example,
she felt that an OT may not believe in keeping a student in for recess, but if she knows
this to be the only thing that works with a particular child, then informing the OT of this
strategy would be beneficial. The OT could then use his or her professional discretion as
to whether (s)he would make use of it. Ellie also uses a very specific behaviour
management system. She spoke about how it was easier if she had a repeat OT like Anne
in her room. This is easier for her because Anne knows Ellie’s management system of
using green, yellow and red cards for students. She would not, however, leave explicit
instructions about this system for a different OT in her room. She would merely indicate
that this method was in place and believed that the OT would ask a student to explain it.
Although Ellie did not leave instructions about this method, she did find it important to
leave basic instructions in her ‘supply binder’, a binder with general information such as
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school-routines. She thought that this information was important for OTs to have so that .
they would know such things as where to pick up students in the morning. Her feeling
was that without this information, OTs would look disorganized and the kids would pick
up on it quickly. EUie also discussed an uncertainty over the amount of instruction she
left for OTs concerning teaching style and how to teach a lesson. She felt that she
probably left too much information, but that OTs could either choose to follow her
instructions or to teach their own way.
Karen felt that leaving OTs a list of school facilities, resources within the school,
a school map and a duty roster would increase OTs’ comfort level. On the other hand, she
felt that OTs are professionals who should be able to implement their own classroom
management plans. She did not leave them an example of behaviour management
because she felt that the students should be able to adjust to different methods of
management. She felt that the students need to be flexible and understand that teachers
differ in their management styles. For example, when the students go on rotary to music,
French or library, each teacher has different expectations and the students need to be
\
ready to adapt and work in differing situations. Karen did, however, expect her students
.

to follow the general routine of the classroom, like putting up their hands, saying please
and thank you, and lining up their shoes properly. She would not, however, put the onus
for this on the OT, believing students should know how things are done and should do it
whether she is there or not. She therefore tries never to take a day off in September, as
this is her time to train the students to follow the routines properly. They are then
expected to follow those routines, and if she hears otherwise, the students are disciplined
when she returns. She stated that she does not want the OT to leave a “blow by blow”
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account of the day, just the general gist, and if the kids have not followed the routines and
been polite, there are consequences.
Mia also felt that by the junior division, the students should take some
responsibility for using proper behaviour and following classroom routines. She did not
leave behaviour management routines for an OT, unless it was something specific for a
particular student. She thought this would be helpful, but for general behaviour, she felt
that the OT would be more comfortable using his or her own management style. Mia did
feel that a school map and general school routines would be beneficial for an OT to make
them feel more comfortable for the day. When asked if she followed up on behaviour
issues relayed to her by the OT, she stated that she would follow up depending on the
incident. If a student seemed to be ‘o ff for the entire day, she may just start fresh, rather
than causing that student to be ‘o ff for another day.
Occasional Teachers ’ Viewpoint o f Reinforcement and Behaviour Management
When discussing behaviour management with OTs in the study, three main
themes emerged. The OTs had varying opinions of what type o f behaviour management
they choose to implement. Some OTs preferred to use their own approaches to behaviour
management, others liked to use those already put into place by the FTE and, finally,
some used a combination of their own and the FTEs depending on the situation. Many
OTs also discussed the use of incentives for successful behaviour management.
Mike finds it useful to have instructions from the FTE pertaining to entry routines,
but he uses his own management system. Like many of the other OTs in this study, Mike
uses a reward system, using gummy bears as an incentive for students to follow
instructions. Often he turns this into a game using, for example, the reward as an
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incentive to be silent while in the hall, where he jokes and tries to trick the students in to
talking. He feels that in this way he is building a rapport with the students and they are
usually behaving. When students misbehave, Mike follows his own management routine
as well. This does not happen often, but when it does, he is usually successful. He will
have the misbehaving student(s) do more intensive work, not participating in the whole
class activity. He finds that implementing a consequence will usually see the student
begin to behave and will send the message to the others in the class that he means
business.

-

Sherri found that the FTE would leave his or her management plans available to
her approximately fifty per cent o f the time. Sherri, Seth and Laura all found it very
beneficial to use a successful consequence and reward system that was already put in
place by the Full Time Employed Teacher. If the management plans were not made
available to them, they would ask a student to inform them of any plans in place so that
they might continue with them. When implementing their own classroom management,
these OTs like to utilize a reward system, such as free time, games or material incentives.
Anne also liked to utilize the incentive o f a treat at the end of the day to have
students follow her behavioural expectations. She would present her expectations to the
class at the beginning of the day and let them know that they were collecting points
towards a prize at the end of the day.
Unlike other OT’s, Caden did not want to get into ‘the treat thing’ if he was only
there for one day. He was more interested in letting the students know that he meant
business. He let them know his expectations, and if they did not behave appropriately, he
would take free time or recess time away. He found that after recess, or if he was ever in

60
the room again, the student’s remembered that he followed through with his
consequences and they would behave properly. Caden also discussed how if there was a
management system made apparent to him for use with a particular student, that he would
find that helpful to know and use.

r

All OT participants in the study seem to be confident in using differing levels of
their own and/or the FTE’s behaviour management routines.
Occasional Teachers ’ View o f the Administrator’s Role
The administrator can play a role in influencing the OT’s day by providing or
denying resources or by stipulating what the FTE needs to have in place for the
Occasional Teacher (Munier, 1988). Occasional Teachers had differing opinions
concerning what the administrators role needs to be and the extent to which the
administrator needs to be involved in their work.
'

Mike felt that a lot of what is experienced within the school has to do with the

administrator. With a good administrator, both the staff and students know what they can
or cannot get away with! He felt that when the administrator is helpful and the students
know that (s)he backs the teachers, his day runs more smoothly.
Occasional Teachers were asked to discuss different strategies that the
administrator in a building might employ in order to facilitate a better experience for
them for the day. Themes such as “the buddy system”, medical concerns, professional
development and both principal initiated and regulated strategies were discussed.
The buddy system was a strategy suggested by the interviewer for OTs to
comment upon. The idea is that the administrator would implement a program where
each teacher has a buddy in the building who is made aware o f the FTE’s routines and
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students’ needs and that this buddy takes time throughout the day to offer assistance to
the Occasional Teacher. Caden, Seth, Anne and Laura all thought that this was a great
idea. Seth felt that this is something that occurs already. Anne thought that this would be
great for finding out about routines as well as reward systems. Laura also thought th a t;
. this would be great as she thought it would be quicker and would convey more meaning
than reading the ‘supply binder’ if there is one. Mike also thought that this was a good
idea, he however would not like it for himself. He felt that he would have liked
something like this to be in place when he first started occasional teaching, but stated that
now he’s ‘been in the game too long’ for that.
Among OTs, there were two viewpoints regarding whether or not the
administrator should initiate and regulate what the FTE does to get ready for an
Occasional Teacher. Although all OTs felt that it would be helpful to have important
information regarding school routines, seating plans and students with medical concerns
for example, Seth felt that to require that the FTE must make this information available
would be an invasion on the teacher’s professional autonomy. r ;
It has been found through discussion with FTE and OT participants in the study
that material conventions such as the lesson plan and the day plan, and interactional
conventions such as the type of lesson, repetition of an OT in a school/classroom, and
classroom management and teaching style o f the OT all have an influence upon the
working day o f the Occasional Teacher.
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Chapter 5: Discussion
When discussing the influence that the classroom environment has upon them,
OTs felt they were able to exert differing levels of professional autonomy. The topic of
professional autonomy is not richly represented in the literature concerning Occasional
Teachers. It is, however, found throughout literature about FTEs and other professionals
(Bledstein, 1976; Brint, 1993; Engvall, 1996). Professional autonomy can be defined as
“the degree to which individuals in a social structure determine their own work methods,
schedules, and goals” (Beijaard, 2008, p.281). A teacher’s perceived autonomy refers to
their sense of control over their environment (Beijaard, 2008). The Standards of Practice
for the Teaching Profession, as found on the Ontario College of Teachers website,
discuss the teacher’s ability to use their professional judgement when exercising their
professional autonomy. Under the heading of Professional Knowledge teachers are
guided to “understand and reflect on student development, learning theory, pedagogy,
curriculum, ethics, educational research and related policies and legislation to inform
professional judgment in practice”
('http://www.oct.ca/standards/standards of practice.aspx?lang=en-CAf. The Professional
Practice section states that:

Members apply professional knowledge and experience to promote student
learning. They use appropriate pedagogy, assessment and evaluation, resources
and technology in planning for and responding to the needs of individual students
and learning communities. Members refine their professional practice through
ongoing inquiry, dialogue and reflection.
(http://www.oct.ca/standards/standards o f practice.aspx?lang=en-CA).
The OTs experiences may be different from FTEs when enacting professional practice,
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however, they are members of the OCT and are therefore advised to “refine their
professional practice through ongoing inquiry, dialogue and reflection”
(http://www.oct.ca/standards/standards of practice.aspx?lang-en-CA). When the OT
makes judgments based upon the aforementioned factors, they are following OCT
guidelines while enacting their professional autonomy.

Occasional Teachers exert their professional autonomy in many areas, those that
became evident through this study and to be discussed include the OT’s level of
preparedness, the type of work given to students, how strictly the OT follows any lesson
plans left by the absent FTE and whose style of classroom management the OT follows.
Evidence supporting how administrators can aid OTs in utilizing their professional
autonomy to navigate the materials and interactional conventions of a classroom by
implementing certain structures or programs in the school and the benefit to be gained
from this will also be examined.
The amount of professional autonomy utilized by teachers has generated great
discussion. Engvall (1997), and Bacharach and Conley (1989) argue that the teacher is
labelled a professional, but also has to adhere to bureaucratic rules and reforms. This
leads to a debate between the “bureaucratic logic of accountability and the professional
logic o f autonomy” (Engvall, 1997, p.25). When applying this to the OT it is interesting
to think o f the FTE as the bureaucratic agent to whom the OT is held accountable. When
describing the professional autonomy of the FTE, Bluestein (2010), and Meredith (2007)
discuss the FTE’s choice of resources used to impart ministry stipulated curriculum and
the FTE’s choice o f classroom management. This ability to choose criterion has been
applied to the professional autonomy employed by OTs in this study when they decided
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to use-the materials and management plans of the FTE, to employ their own, or to use a
combination of both. If the OT chose to use his or her own materials, (s)he needed to
have these ready and employ confidence in their delivery.

,

Occasional Teacher Preparedness
Professional autonomy is exercised to varying degrees when the OT decides if he
or she will bring to class a ‘kit’ or ‘survival activities’ in case the lesson plan left for them
is inadequate or insufficient (Holmes, 2002; Hughes, 2008; Muijs & Reynolds, 2001;
Pressman, 2007; Rogers, 2003; Rude, 2008). Not all OTs iri this study carried their own
materials with them, thus exerting their professional judgement in their decision of what
to take with them to a job and what level of preparedness they felt they needed. They
made this decision based upon reflection of past experience. Most participants did riot
bring any materials with them, but did have lessons that they could implement from

:

memory. Although being prepared is recommended, OTs decide whether or not they
bring or do not bring their own resources with them to a job. Occasional Teachers needed
this kind of backup work when there was insufficient work left for them, or when they
decided that they would prefer to do their own work, rather than something left by the
Full Time Employed Teacher.
Occasional Teachers used their autonomy when deciding if they would adhere
strictly to the work that was outlined for them by the FTE or if they would implement
their own lessons. There is wide variance among FTEs when they make decisions about
classroom tasks; differences emerge due to taking into account the learning needs of the
students and their own teaching style (Hoyle & John, 1995). The OT on the other hand
does not usually have information from past experience with a particular class to work

;
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with: they have to rely upon the FTE’s guidelines as the FTE has more background and
experience with the students. The OT is therefore allotted less autonomy in the area o f
what lessons to teach due to the temporary character of their role.

Type O f Work Undertaken By Occasional Teacher
The FTE decides how to teach the preset curriculum to students, similarly OTs in
this study used their professional autonomy when judging if they would complete all of
the work left by the Full Time Employed Teacher. Pressman (2007) discussed
discrepancies in the amount of information left by FTEs, with day and lesson plans
varying from skeletons to detailed accounts. The amount of information left in a day plan
contributed to an OTs decision to teach or not to teach a lesson. Occasional-Teachers also
considered such things as the type of work left and the reaction that the students had to
the work when deciding how or if they would complete a particular lesson. ‘Busy work’
and its influence upon the OTs day was discussed with all study participants. There was
agreement between the literature and the OTs interviewed concerning the effect of the
FTE leaving ‘busy work’ for students to complete. Professional autonomy was explicitly
mentioned in the literature review when the researcher wrote: “Often the lesson plan that
is left for OTs to deliver is ‘dumbed down’, meaning that the content and delivery are
presented in ways that are simplistic and not challenging to the students and do not
honour the professional autonomy of Occasional Teachers” (p.13). Pressman (2007) and
OTs in the study gave examples of FTEs leaving work such as worksheets, games, and
videos with the thinking that this type of work is easier for OTs to manage. It has,
however, been pointed out in the opening chapter of this thesis that OTs are trained
educators who should be able to deliver a quality program. By leaving OTs ‘busy’ work
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to do with the students OTs are not able to help students learn content, but merely hand
out work and act as babysitters. The thinking is that this type of work is easier for the OT
to implement. The literature states that when work varies from what the FTE would
normally do with them, students may find themselves working on materials that are not
overly challenging and that they may view this work as ‘filler’ or unimportant ‘busy
work’ (Glatfelter, 2006, Pressman, 2007). This was affirmed during interviews with OTs
when Caden, Sherri, Anne and Laura were in agreement that often with ‘filler’ type work
students search for purpose and become restless causing a need for more behaviour
management from the Occasional Teacher. This said, there were instances when Laura
preferred having this type o f work left because it was easy to implement if the class was
well behaved. However, the general feeling was that ‘busy’ work could cause behavioural
issues and also left the OT yearning to perform a role that more resembled what the FTE
would do in the classroom. Occasional Teachers in these circumstances are not being
treated as professionals able to teach a regular day and both Mike and Caden chose to use
their professional judgement when deciding to stray from the intended lesson plan. For
example, Mike chose to always ignore busy work insisting that teaching math is more
important than following through with the work left for him by the Full Time Employed
Teacher. Caden also chose to abandon work that seemed to have no purpose, for other
work that he brought with him. Other than Mike and Caden, OT participants in the study
were not willing to veer drastically from what the FTE left for them even if they wanted
to, thus not utilizing as much professional autonomy. They did this out o f a sense of
obligation to complete what was expected of them by the FTE and because they hoped to
be called in again for the Full Time Employed Teacher. Occasional Teachers were afraid
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that if-they exerted their professional autonomy and made changes to the day plan left,
the FTE may not have them back in for them. The discrepancy between OTs to either
stick directly to the day plan, or implement their own lessons, appeared dependent upon
the circumstance, with variance between OTs and individual variance based upon the
situation. The limited data gathered in this study shows OTs using their professional
autonomy to decide what to teach, based upon experience and their professional
judgement. Occasional Teachers can utilize their professional autonomy much like the
FTE when deciding what to teach, but they do not have the same latitude when deciding
this, as do their FTE counterparts. They have to add into the equation how they think the
FTE will respond to what they are doing and how this may influence future employment.
The OT does not know how the FTE will react if he or she returns to their
classroom to find that the OT has not completed all of the work left for them. The level of
professional autonomy granted by FTEs to OTs when dealing with day plans varied. Ellie
would not want the OT to use any professional autonomy, maintaining that the students
should only complete the work that she left, as she would not want her students to fall
behind. Karen and Mia felt differently, not worrying if the work they left was not
completed. They seemed to be more tolerant and expected the OT to use their
professional opinion when deciding what work they would or would not complete with
the students. When the FTE explicitly stated that the OT was free to teach what (s)he
liked, the OT had to exercise professional judgement.
The OTs work arrangement and their low hierarchical position within the teacher
workforce (Pollock, 2008) encourages them to consider other factors such as student
behaviour and their reputation as an OT when making professional decisions. Full Time
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Employed Teachers do not have to consider such matters, or at least not nearly to the same degree. This causes the exercise of an OT’s professional autonomy to be layered
and complex. Occasional Teachers not only have to take into consideration the outcomes
they wanted to see, but they also had to take into account the outcomes that the FTE was
looking for. They also had to consider the reactions of the students in the classroom. The
work to be completed appeared as an important factor that affected the behaviour of the
students. With the work to be completed affecting the students behaviour, it became the
OTs job to decide how to manage the students’ in the classroom for the day.

Classroom Management
Full Time Employed Teachers experience autonomy in varying areas throughout
their day, one of these occurs when they decide their methods of classroom management.
There is a feeling for many that once they close their door, they become their own boss
(Bluestone, 2010). Despite the fact that there are curricular expectations to be taught and
standardized tests to prepare for, it is the teacher who decides how to impart that
information and how to manage the students (Bluestone, 2010; Merideth, 2007).
Not only can FTEs use their professional autonomy when deciding how to teach a
concept, but the notion that they must employ some form of classroom management
because the classroom is an unpredictable place must also be considered. Every decision
the teacher makes is situational and based on a teacher’s judgement. There are many
instances where judgement is more important than routine (Hoyle & John, 1995).
One must remember that “classrooms are social systems, they have
unpredictability which is present in all social interaction...teachers (need) to adjust their
styles and strategies to meet the needs of changing situations” (Hoyle & John, 1995,

V
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p.89). In this respect, OTs use cues from materials and interactional conventions already
in place to decide whether they will use the FTE’s management style, their own, or a
combination of both. Occasional Teachers in this study did not all do this in the same
manner. This discrepancy was situational with the OT making a judgment based upon the
materials left for them? the apparent culture of the classroom and the behaviour of the
students. Just as they influence the FTE, situation and circumstance play a key role in the
OT deciding how to manage the class for the day.
There was general agreement among study participants that an organized
classroom with rules and procedures already in place was beneficial. This is in line with
Neibrand (2000) who discussed how some teachers choose to use a more power coercive
style of behaviour management, creating a classroom setting where students are expected
to follow the rules and work to the best of their ability. When the culture was organized
and it became apparent to the OT that students had rules and a good work ethic, OTs in
the study expressed that they knew they would have to concentrate less on classroom and
behaviour management and would have more time for teaching. Many OT respondents
felt it to be helpful when FTEs left them information about their management systems, so
that if there was something in place that worked, they could easily continue with it
instead o f using their time ‘reinventing the wheel’.
Occasional Teachers, like FTEs, utilized differing levels of autonomy when
deciding how to go about managing the classroom for the day. They had to first decide if
they would use their own rules and procedures with the students or if they would try to
take on those of the Full Time Employed Teacher. Next, they had to decide how and
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when they would make the students aware of their decision in this regard. Based on
reflection o f past experiences, OTs had differing opinions of how to go about doing this.

Classroom Rules
Muijs & Reynolds (2001), and Rude (2008) argue that there is a need for OTs to
establish rules and routines at the beginning o f the teaching day. Although the literature
discussed a need to review classroom rules and routines, only half of the OTs interviewed
(Mike, Anne and Sherri) would reiterate classroom rules at the start of the day. Others
only discussed these and the concept of respect with the class when necessary. When
deciding whether to review the established classroom rules at the start of the day, the OTs
typically explained that they took thè general state of the classroom, the demeanour of the
students and other indicators o f student safety and responsiveness into account. If they
concluded a review of the rules would enhance student safely and class engagement they
would normally do this, thus exercising their professional autonomy in a sensible and
responsible manner.

.
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When discussing classroom rules, OTs also exercised differing levels o f
professional autonomy when discussing the follow up o f broken classroom rules. Rogers
(2003) discusses how “if the (occasional) teacher leaves all follow up to the regular
class/grade teacher it will reinforce in the eyes of the students that the (occasional)
teacher has no substantial teacher/leadership ‘status’” (p.79). It is nonetheless the OT’s
choice as to whether (s)he will follow up with consequences, or if (s)he will hope that the
FTE will do so.
Occasional Teachers make the decision regarding what rules to enforce and
whether or not they follow up with consequences. They use their professional autonomy
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to make this decision and it does influence how the students will react to them as the
teacher, thus influencing their teaching day. There are areas where OTs can gain help
from a school staff that can influence their day positively.

Implementation O f Structures To Increase Occasional Teachers’ Professional Autonomy
Hoyle and John (1995) discussed how “organizational constraints inevitably limit
autonomy” (p.94) but in the case of the OT, more information and structure from the FTE
or administrators may give them more insight into their day, thus enhancing their
opportunity to use a higher degree of professional autonomy. The same is true of
professional collaboration, which was seen by Hoyle and John (1995) as “inevitably
reduce [ing] the autonomy of the individual practitioner”. There was some discussion in
the literature about implementing a school support system, including some form of
instructional manual outlining things such as schedules and hallway routines (Hughes,
2008; Pressman, 2008; Rogers, 2003; Rude, 2008). Munier (1988) also felt that
“principals should help develop a school policy that outlines ways the full-time teaching
staff can improve the climate o f support for substitute teachers” (p.48). Most OTs felt that
this was a great idea; they also liked thé idea o f each FTE having an FTE buddy within
the school to aid the OT when necessary (Rude, 2008). In this respect, collaboration with
other teachers would better inform the OT, and might increase the degree of professional
autonomy that they are able to employ. Occasional Teachers felt that the buddy system
would be fantastic, and that when they had experienced it happening organically in the
past, it influenced their day positively. Seth agreed that this would be a good idea, but he
felt that having an administrator regulate what the FTE does to prepare for the OT would
be an invasion o f an FTE’s professional autonomy.

;
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An interesting topic emerged in Caden’s interview when he discussed
professional development for the FTE rather than the more common professional
development implemented for the Occasional Teacher. He felt that it would be beneficial
to have some sort of a workshop within a staff meeting. Not a full PD session, but a
presentation to make clear to the FTEs what the rules from the collective agreement are
and what their expected practice is when preparing for an Occasional Teacher.

Conclusion
Full Time Employed Teachers can exercise their professional autonomy to control
variables such as “teaching and assessing, administration, counselling students, extra
curricular activities, meeting and planning to name just a few” (Reid, 2003, p.566). Other
areas where the FTE can “have a greater or lesser degree o f autonomy include the
following: aims, topics, materials, teaching styles and strategies, allocation of time within
and between lessons, modes o f assessment, standards o f achievement etc., etc.” (Hoyle &
John, 1995, p.78). Occasional Teachers also have areas where they can choose to exert
their professional autonomy. This was seen when they decided upon their level of
preparedness, the type of work completed by students, how strictly they followed the
lesson plans and whose style o f classroom management they utilized. Hoyle and John
(1995) state “the unpredictability o f the classroom is also a function of the importance of
teacher motivation in determining which teaching methods are appropriate” (p.90).
Studies have shown that when the individual teacher is able to enact a high level of
autonomy to meet the needs o f the students, they have a higher level o f job satisfaction
(Engvall, 1997; Hoyle & John, 1995). Not only can enacting professional autonomy be
seen to increase the OTs job satisfaction, but also “autonomy and job satisfaction are
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closely linked, and it is very likely that satisfaction enhances effectiveness” (Hoyle &
John, 1995). Whether it is the OT or the FTE teaching the class, it is likely that enabling
are
hoped for daily in a classroom.
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Chapter 6: Conclusion
This was a qualitative study where literature was reviewed and both Occasional
and Full Time Employed Teachers were interviewed to ascertain how the classroom
setting influenced the Occasional Teacher’s working day. Throughout this thesis,
Occasional Teachers have been referred to as OTs andEull Time Employed Teachers
have been referred to as FTEs. This chapter begins with a review o f the findings elicited
through interviews in a single case study to answer the research questions. After
revisiting the research questions, the topic o f the OTs professional autonomy, a main
finding of the study is discussed. Finally, the researcher will consider this study’s
significance for theory, implications for policy and practice, significance and limitations
and directions for further research.

Revisit The Research Question
How does the classroom environment OTs encounter influence their
classroom experience? The FTE and students establish the classroom environment prior
to the OT entering it. The OT needs to use his or her past experiences and skills as a
trained educator to make decisions about the day based upon the encountered
environment (Rude, 2008). Study participants confirmed that the apparent organization of
the classroom and availability of resources and materials has a significant influence upon
OTs and their teaching practice.
The environment encountered and the FTEs expectations for the OT can greatly
influence the OTs teaching practice. Full Time Employed Teachers in the study were the
ones who had the autonomy to decide the type o f programming and how much
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information concerning classroom management to make available to the Occasional
Teacher. There were instances where OTs in the study were able to exercise professional
autonomy throughout the day. This autonomy was sometimes granted by the FTE when
(s)he gave explicit allowance for the OT to follow the instructions left for them or
something of their choice. The OT also sometimes used his or her professional autonomy
when (s)he made a judgment to implement his or her own plan rather than completing
what the FTE had intended. In this way, the OT used his or her autonomy along with the
setting presented to make a choice about how they would proceed with their day. When
OTs did not use this autonomy, but fulfilled what they thought was wanted of them, their
day sometimes became less productive than they would have hoped, thus negatively
influencing their experience.
The classroom that the FTE prepared for the OT was found to influence the OTs
day either positively or negatively. Occasional Teaching participants Caden and Mike
were both willing to take the steps necessary to actively influence the outcome of their
teaching day by ignoring the work left for them and teaching their own lesson. This was
\
beneficial for them for that day, but could result in them not being perceived well by the
FTE. This occasionally caused the FTE not to call on the services o f these OTs again.
The OT therefore needs to decide what is more important, working through the day in his
or her own way, or marketing himself or herself by following what the FTE wants and
gaining future employment.
;

It was evident throughout the interviews that when OTs teach repeatedly in the

same classroom or within the same school, they can more easily assimilate into the
culture of the school or class, thus influencing their day positively. When they received
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several successive days work in the same class, OTs were able to teach for a day (or
more) in a similar fashion to the FTE, leaving them able to deliver the program without
having to deal with behavioural issues that would not exist with the Full Time Employed
Teacher. Having a familiar environment therefore helped to positively influence the day
of the Occasional Teacher. Muijs & Reynolds (2001) discussed the relationship between
the classroom culture and the school culture as being influential upon one another. This T
was discussed with OTs and they did find that they could predict the culture of one
classroom to others in the school successfully. Participants discussed how it was helpful
for them to know general school protocols when working in different classrooms within
the same school as this predictability made their day run more smoothly. Full Time
Employed Teachers interviewed also found it to be preferable to have someone in who
already knew the routines of the school, as they would need to leave that person less
information and because they felt that (s)he would be more comfortable and ‘at home’ in
)
the building.
'
As well as familiarity with the school, relationships with school staffs are seen to
\

improve the OTs experience (Glatfelter, 2006; Pressman, 2007). Full Time Employed
Teachers in the study left behind work that more resembled what they would have taught
when the OT was familiar with their students and classroom routines. It was preferable
for all FTEs in the study to have someone replace them who could easily take their place
and continue with the day with as little change to regular programming as possible. They
felt that this occurred if the OT coming in for them was someone with whom they had a
pre-existing relationship and who already knew the routines of the classroom, enabling
'■ 'i

-

them to concentrate on teaching.
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Occasional Teachers discussed many reasons why they prefer to be in a classroom
repeatedly. They noticed that there was more chance that they would be left ‘regular’
lessons rather than busy work and that this was preferable for them because students were
able to continue to work with minimal disruption due to their FTE being absent. Repeated
teaching in one school also led OTs to feel more comfortable because they knew the
routines o f the school. They were also pleased to know in advance what their class would
be like for the day. There was less trepidation for the OT as compared to how they would
feel when going to a school for the first time.
What influences are present in the classroom setting that specifically help OTs with
classroom management and teaching? And, What influences are present in the
classroom setting that specifically hinder OTs with classroom management and
teaching? The literature review (Chapter 2) and the findings section (Chapter 4)
identified influences that are present within the classroom that can help or hinder an OTs
ability to manage classes and teach successfully. These were divided into the two broad
categories o f (a) materials and (b) interactional conventions throughout this thesis.
Materials ' ■:

'•

-

Materials that influence the OTs teaching day include resources and day/lesson
plans. The term resources is used to describe both what the OT may choose to bring with
them to the job site and resources left for them by the Full Time Employed Teacher. The
literature pointed toward a need for OTs to bring their own resources as back up just in
case the FTE had not left sufficient or appropriate work (Holmes, 2002; Hughes, 2008;
Muijs & Reynolds, 2001; Pressman, 2007; Rogers, 2003; Rude, 2008). Having selfprepared resources available as a back up allowed some of the participant OTs to feel
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more comfortable, especially in a situation where they needed to use these materials.
When referring to resources within the classroom, OTs in this study discussed how their
day could be positively influenced when these resources were easily found and presented
in an organized manner. When lesson plans and materials needed to teach a lesson
effectively were not organized and easily found, OTs felt that their ‘day would unravel’
and the students would pick up on this disorganization, thus contributing to negative
experiences. With resources at hand to move smoothly through the day, the next area that
the OT would have to look at was interactional conventions already in place and/or that
they chose to implement.
Interactional Conventions
Interactional Conventions throughout this thesis have referred to the culture of the
classroom or school, classroom management, seating plans, repeated teaching at one
school and the OTs level of professional autonomy. All of these were found to influence
the O T s day.
Culture o f the Classroom or School
The main understanding to come from interviewing OTs regarding the influence
o f the culture on their teaching day was that repeated teaching at one school allowed
them to became more familiar with the school culture, resulting in a positive influence on
their day. This repeated experience at a school enabled them to be familiar with school
routines and procedures and also with the general idea of how things were done at the
school. When OTs in this study were new to a school and did not know the culture o f the
school or classroom, they felt more out-of-sorts with their surroundings and their day was
influenced negatively.
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Classroom Management

i;

'

i

Occasional Teacher study participants.believed that if they utilized all or some of
the FTEs classroom management, they caused less disruption to the students’ day,
influencing their practice positively. All OTs in the study except for Caden chose to
implement some sort of reward system and felt that this had positive results in the
classroom, thus influencing their day. positively.
Seating Plans
\ There was consensus among study participants and within the literature that
having a seating plan or another method to call students by name would positively
influence the OTs teaching day. Using the name o f the student indicated an element of
respect and authority.
Repeated Teaching at One School
This topic came up repetitively throughout this thesis. Not only did teaching
repeatedly at one school or within one classroom make OTs more comfortable with the
culture that they were entering, but FTEs also thought that when having the same OT in
for them, they would leave a day plan more consistent with what they would have been
teaching. Occasional Teachers believed they had fewer behaviour issues when they were
able to teach repeatedly in one classroom. In such cases they felt as though they were
actually ‘teaching’ rather than babysitting, thus repeated teaching influenced their day
positively.

The OTs Level o f Professional Autonomy
The final theme that emerged from this thesis was the ability of OTs to utilize
their professional autonomy. There are varying circumstances and situations that allow or
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find OTs choosing to make decisions about their day. These include times when the OT
decided to use the work left for him or her or to employ his or her own work, how (s)he
would go about teaching a particular lesson, his or her mode of classroom management,
how (s)he would manage behaviour in a classroom and how they will follow up when
rules are broken. Although using their professional autonomy in making a decision to
stray from the FTE’s day plan sometimes resulted in anxiety, being able to act as a
professional and make decisions about their day was generally regarded as a positive by
OTs in this study. When OTs felt unable or unwilling to make decisions and exert their
professional autonomy, they felt marginalized and less effective.

;

;

,r.

Significance For Theory
Occasional Teacher participants were able to exert differing levels of professional
autonomy depending upon the setting left for them by the Full Time Employed Teacher.
Professional autonomy has been defined previously as “the degree to which individuals in
a social structure determine their own work methods, schedules, and goals” (Beijaard,
2008, p.281). A teacher’s perceived autonomy refers to his or her sense of control over
the environment in which (s)he (Beijaard, 2008). These definitions in the literature are
used to describe the professional autonomy of the FTE, but I applied them to the
professional autonomy of the Occasional Teacher. There is discussion in the literature
concerning the professional autonomy of the teacher such as Engvall (1997), arid
Bacharach and Conley’s (1989) recognition that the teacher is labelled a professional, but
also has to adhere to bureaucratic rules and reforms. The same is true of OTs as they are
also certificated teachers which means that they should act as professionals; they,
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however, have to adhere to expectations of the bureaucracy as well as the FTEs expectations of them.
Bluestein (2010), and Meredith (2007) discuss FTEs choice of how to impart
ministry stipulated curriculum and their choice o f classroom management. Occasional
Teachers in this study utilized similar decision making practices when they chose to use
the materials and management plans o f the FTE, to employ their own, or to use a
combination of both.
'i

Full Time Employed Teachers are able to utilize their professional autonomy
when deciding how to deliver curriculum and how to manage students (Hoyle & John,
1995). Occasional Teachers used their professional autonomy when deciding upon their
level o f preparedness, the type of work completed by students, how strictly they follow
the lesson plans and whose style of classroom management they used, either their own or
the Full Time Employed Teacher’s. When the FTE is able to enact a high level of
autonomy to meet the needs of students, studies have shown that they have a higher level
of job satisfaction (Engvall, 1997; Hoyle & John, 1995). After interviews with study
participants, it appeared evident that the more professional autonomy they were able to
use in their teaching, the more positively their day was influenced.

Implications fo r Policy and Practice
Through discussion with OTs it was found that there were certain policies and
practices that if employed would positively influence the OT’s day. These are broken
down into policies that would be beneficial if put in place and practices that would be of
assistance to OTs if implemented.
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Policy/

:

V

There is a need to implement more structured outlines of what is required of the
FTE when preparing for the OT and what is expected of the OT while at an assigned job.
Chapter one o f this study noted a significant point when the researcher noticed a
discrepancy between the collective agreements of the OT as compared to that of the Full
Time Employed Teacher. This discrepancy occurs when it is stipulated in the OTs
collective agreement that they will have the first day planned for them by the FTE. No
corresponding requirement appears in the FTEs’ collective agreement. This inconsistency
needs to be rectified in order to place the OT and the FTE on the same page concerning
when a day plan needs to be made available. The idea that the first day must be prepared
for the OT leads the researcher to believe that their professional autonomy in the
classroom is less evident on day one of teaching a class, but that if the OT is in a room
for longer than one day, (s)he should be able to employ more autonomy when making
decisions about what and how to teach the students.
Practice
>

,

\

There were three ideas discussed by participants that they felt would help to
influence their day positively. These included administrator directed guidelines for how
to properly prepare for an OT, professional development for the FTE concerning how to
best prepare for an OT, and the implementation of a program where targeted schools have
permanent OTs on staff.
In the findings chapter (Chapter 5), there is some discussion over having the
administrator stipulate to FTEs what is expected o f them. Implementing a procedure for
how to better inform and utilize the Occasional Teacher was also discussed. Although it
was mentioned by Seth that this might be an invasion of the FTE’s professional
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autonomy, all participants felt that an informative brochure and implementation of a
‘buddy system’ would influence their day positively.
Caden also suggested implementation o f a workshop for FTEs to give them
professional development concerning the collective agreement and how to better prepare
for Occasional Teachers.
Finally, there is a practice in a system in which the researcher worked in New
South Wales, Australia. This system recognized the importance of an OT who knew the
school and who taught repeatedly within the building. Targeted schools that were large
)
enough to have an FTE away practically every day hired a full time OT to the staff who
was labelled a “floater”. This job saw the teacher covering classes for absent teachers and
if no teacher was away, they gave preparation time to teachers as necessary. I worked in
this role and found it very beneficial to know the culture of the school, the staff and the
student body. It would be interesting to see if this system would work in Students
Learning School Board.

Significance and Limitations
This study explored the influences that affect OTs classroom experiences. It was
conducted in the junior division of one school within the Students Learning School
Board. Influences that affected the dynamic aspects of the classroom culture and that
were not in the OTs power were investigated.
Due to time restrictions and limited resources this study was completed in one
' division o f one school. If time and resources were not an issue, it would be interesting to
expand this study to include more than one location to distinguish if school size,
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socioeconomic class and/or make up of student population would be associated with
similar or different results.
Due to the large amount o f time that OTs spend in the classroom it is important
that the OT’s experience is a good one as this affects students’ learning. This research
explored how the classroom environment influenced OT’s experiences. More
specifically, it investigated how the classroom setting helped or hindered the OT’s ability
to manage the class. A case study methodology was utilized to gain a greater
understanding o f this phenomenon. Both FTEs and OTs from the junior division of an
elementary school were asked to participate. This study extended the work of other
researchers in this area by asking specific questions of participants to elicit responses
concerning their personal experiences within the classroom. It would be interesting to
investigate how the influences found would differ if varying grade levels were studied.
There is some indication through interviewing that primary students as compared to
junior would more easily accept ‘busy’ work. It would be interesting to study the effect of
age on the readiness of a student to engage with ‘busy’ work.
As this thesis comes to a close, I look back to the idea that OTs may follow one of
two discourses found in the literature pertaining to their role. The first argues that OTs
are ‘babysitters’ whose job is primarily one o f classroom management and ensuring
student safety (Clifton & Rambaran, 1987; Freedman, 1975; Glatfelter, 2006; Sigel,
1991)). The other views the OT’s role as continuing to educate students as if the regular
classroom teacher were not absent (Duggleby, 2007; Glatfelter, 2006). Coming back to
this point, it would seem that the OT who chooses and/or is able to work in the second
discourse will have a much more positive experience as an Occasional Teacher. It is in
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the students and the FTE’s best interest to do everything they can to create an
environment where the OT is able to teach the class as the FTE would rather than taking
the role o f ‘babysitter’.

Direction fo r Further Research
One o f the major findings o f this thesis is that the amount o f professional
autonomy exerted by the OT will influence his or her day. This leads the researcher to
believe that more time and study is needed to gain a greater understanding of the topic of
the OT’s professional autonomy.
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Appendix A
Interview Questions fo r Occasional Teachers
Life history questions
1. Iiow long have you been teaching?
2. For how long have you been supply teaching?
Probe for:
•
Past work experience
•
Present work experience
Make note o f gender.
Details of experience
1. Approximately how many days do you supply teach each week?
2. Approximately how many days in the junior division?
3. Approximately how many days are spent in the school studied?
4. Have you only taught in (specific teacher’s name) once, or have you taught
his or her class before? If yes, how often?
Materials and resources

,

^

1. Do you look for a school’s mission statement and/or the school vision prior to teaching
at the school?
v
2. Were you left information pertaining to the in-school support program timetable, the
class list, special events and the seating plan?
Probe for:
’
• ' : If yes, did it improve your experience?
•
If no, would this information have been helpful and improved your experience?
3. How do you feel about the work that is left behind?
Probe for:
•
How do these different types o f plans influence your work experience?
•
If busy work, how did it influence their experience/ teaching practice?
•
If filler work, do students become restless with this type of work creating a need
for more behaviour management than should be necessary?
•
If no work left behind, what did they do?
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4. Have you ever been in a situation where the lesson plans or programming left for you
was inappropriate?
Probe for:
•
How? What did you do?
Interactional Conventions
1. Have you worked frequently at (school name)? How often? If yes, do you feel that
you can generalize the school’s culture to the classroom culture?
Probe for:
•
The influence of knowing the school’s culture upon the teaching experience.
Classroom Management
1. Are seating plans often available for you?
If no, Probe for:
•
Do you create your own? Why?
2. When you first enter a classroom for the day, do you take cues from the setting to
predetermine what your experience might be for the day?
Probe for:
•
Description of culture and it’s influence.
•
Influence of FTE’s teaching style.
3. How do you feel the existing set up of the physical environment influences your
teaching?
•
Probe for seating plan? Clutter? Marked classroom management?
4. Are there classroom rules visible in the classroom? (yes, or no) If yes, In general do
you find them helpful? Do they influence your teaching? If no, then how do you
establish rules in the classroom?
5. Are classroom management plans made available to you? (yes or no) If yes, Do you
reiterate predetermined classroom management plans? Why? If no, what do you do?
6. Do you have your own basic behavioural expectations in mind? If yes, do you convey
what these expectations are to the students?
7. Have you ever taken student privilege away and/or have you used some sort of a
reward system within the classroom?
If yes, probe for:
•
How does this practice influence your teaching experience?
•
Why do you feel that it positively or negatively influenced your teaching
experience?
8. Do you feel that it would be beneficial for the principal to regulate that the
classroom teacher have such things as a buddy system, school rules, lesson plans and
seating plans prepared for you?
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Probe.for:
•
Do you feel that it would be beneficial to have these as compulsory information
for you?
9. Do you feel that you are extended the same level of professional courtesy that Full
Time Employed Teacher’s extend to other Full Time Employed Teachers? Why or why
not?
=
10. Is there anything that you would like to add?
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Appendix B
Interview Questions fo r Full Time Employed Teachers
Life history questions
1. How long have you been teaching?
2. For how many years have you taught in the junior division?
Make note of gender
Probe for:
• Past work experience
• Present work experience
Reflection
1. What do you think is the role of the Occasional Teacher?
2. What is a typical lesson plan that you would leave for an OT?
Probe for:
• Is it the same type of work that they would teach? Why?
• Is it more filler type work? Why?
3. Do you leave information regarding class lists, a seating plan, a day plan
including special events and the in-school support program timetable? If not,
whose responsibility do you feel it is it to convey this information to OT’s?
4. Do you think that it is important for the OT to have a list of facilities and
resources, a school map, a duty roster, suggestions for classroom management, a
discipline procedure, school routines and OT expectations made available to
them? Who should make these available?
5. What is your teaching style? What are some of your classroom management
strategies? Are these made apparent to OT’s working in your room? How?
6. Have you ever encountered a situation where the lesson plan that you left for
the OT was not executed as intended? What happened? How did you feel about
this?
'x
Details o f experience
1. Approximately how often are you absent each year due to illness?
2. Approximately how often are you absent each year for professional
development?

3. Approximately how often are you absent each year for other reasons?
4. Approximately how often are you absent each year?
5. Is there anything that you would like to add?
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Appendix C
Information Letter Sent to Potential Occasional Teacher Participants

.

I would like to begin by thanking you for giving consideration to participating in this
study. The research will be conducted to complete my thesis apd fulfil the requirements
for my Master’s o f Education at the University of Western Ontario. The title of the
project is “The Classroom Setting and How It Influences Occasional Teacher’s
Experiences”. This research explores how the classroom environment influences
Occasional Teachers’ experiences. I hope to better understand how the classroom setting
helps or hinders the Occasional Teacher’s ability to manage the class and teach the
curriculum.
I would like to invite you to participate in this research. You have been approached
because it has been indicated through your school board that you have previously taught
in the junior division at (school name) considered for this case study.
To better understand how you are influenced in your teaching, I would like to interview
you about the experiences that you have had occasional teaching. Specifically I would
like to ask you about; (a) teaching materials, (b) interactional conventions that affect you
such as school or classroom culture and classroom management, (c) the influence of the
school and the individuals within the school community and how all of these effect your
teaching experience.
With your permission, interview will be audio-taped and will take roughly forty minutes.
Interviews will be conducted over the next 2 months, whenever and wherever is most
convenient for you. I intend to interview eight or more Occasional Teachers and the same
number o f full-time Employed teachers.
To guarantee accuracy and to ensure that you will be properly represented, you will
receive a copy of your interview transcription and will have an opportunity to add or
delete material from your interview transcript.
Please be assured that the information will be held in strictest confidence. Interview tapes
will be identified by a pseudonym and the list linking names to codes will be stored in a
locked computer file. Transcripts will also be identified only by a pseudonym.
Information given during the interview that would identify schools and personnel will be
removed from the transcript to provide anonymity for you, and all others mentioned.
None o f the school board, school name or individual names will be identified in this
study, as only I will have access to this data.
Participation in this study is voluntary. You can decline to participate, refuse to answer
any questions or withdraw from the study at any time without having to give a reason and
without adverse consequences. Please be assured that you will be notified in a timely
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manner if information becomes available that may be relevant to our willingness to
continue participation in the study. If you decide to withdraw from the study, any data
you had already provided will be destroyed. When the data analysis is completed and
interim report will be sent to all participants for feedback.
I do not foresee any risks for you that would arise from your participating in this study. I
do need to alert you to the fact that, although highly unlikely, transcripts from the
interview can be requested by the courts in cases where they deem it necessary.
I do appreciate your considering my request that you take part in this study. If you agree
to participate in this research study, please sign the consent form bellow.
If you have any questions about the conduct of this study or your rights as a research
participant, you may contact the Manager, Office of Research Ethics, The University of
Western Ontario at (519) 661-3036 or ethics@uwo.ca. If you have any questions about
the research, please feel free to contact me at _________ .
You will be given a copy of this letter to keep for future reference.; ;
Sincerely,:,,Janne Bendheim

’
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Appendix D
Information Letter Sent to Potential Full Time Employed Participants
I would like to begin by thanking you for giving consideration to participating in this
study. The research will be conducted to complete my thesis and fulfil the requirements
for my Master’s o f Education at the University of Western Ontario. The title of the
project is “The Classroom Setting and How It Influences Occasional Teacher’s
Experiences”. This research explores how the classroom environment influences
Occasional Teachers’ experiences. I hope to better understand how the classroom setting
helps or hinders the Occasional Teacher’s ability to manage the class and teach the
curriculum.
I would like to invite you to participate in this research. You have been approached
because it has been indicated through your school that you teach in the junior division at
the school studied for this case. It has also been indicated that you have been absent from
school in the past three months. The Occasional Teacher that was in for you during the
aforementioned absence will also be sought out for an interview.
To better understand how Occasional Teachers are influenced in their teaching, I would
like to interview you about the experiences that you have had with Occasional Teachers
and your preparation for your own absence. Specifically I would like to ask you about;
(a) teaching materials, (b) interactional conventions such as school or classroom culture
and classroom management, (c) the influence o f the school and the individuals within the
school community and how all of these affect the Occasional Teacher’s teaching
experience.
With your permission, the interview will be audio-taped and will take roughly twenty five
minutes. Interviews will be conducted over the next 2 months, whenever and wherever is
most convenient for you. I intend to interview eight or more full-time Employed teachers
and the same number of Occasional Teachers.
To guarantee accuracy and to ensure that you will be properly represented, you will
receive a copy of your interview transcription and an opportunity to add or delete
material from your interview transcript.
Please be assured that the information will be held in strictest confidence. Interview tapes
will be identified with a pseudonym and the list linking names to codes will be stored in a
locked computer file. Transcripts will also be identified only by a pseudonym.
Information given during the interview that would identify schools and personnel will be
removed from the transcript to provide anonymity for you, and all others mentioned.
None o f the school board, school name or individual names will be identified in this
study, as only I will have access to this data.

Participation in this study is voluntary. You can decline to participate, refuse to answer
any questions or withdraw from the study at any time without having to give a reason and
without adverse consequences. Please be assured that you will be notified in a timely
manner if information becomes available that may be relevant to our willingness to
continue participation in the study. If you decide to withdraw from the study, any data
you had already provided will be destroyed. When the data analysis is completed an
interim report will be sent to all participants for feedback.
I do not foresee any risks for you that would arise from your participating in this study. I
do need to alert you to the fact that, although highly unlikely, transcripts from the
interview can be requested by the courts in cases where they deem it necessary.
I appreciate your considering my request for your participation in this study. If you agree
to participate in this research study, please sign the consent form bellow.
If you have any questions about the conduct of this study or your rights as a research
participant, you may contact the Manager, Office of Research Ethics, The University of
Western Ontario at (519) 661-3036 or ethics@uwo.ca. If you have any questions about
the research, please feel free to contact me a t_________ .
You will be given a copy of this letter to keep for future reference.
Sincerely,
Janne Bendheim
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Appendix E
Consent Form
Influencing Occasional Teachers
I have read the Letter of Information relating to the above-titled project, I understand the

I consent to participate in this study.
NAME (PLEASE PRINT) _______

SIGNATURE:
DATE:

Person obtaining consent:
N A M E:__________ ____

SIGNATURE:__________
DATE:
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Appendix F
Follow up Phone Script fo r Occasional Teachers
“Hello, is
. available. Good moming/afitemoon/evening. My name is Janne
Bendheim. I am a student working toward completion of my Master’s of Education at the
University of Western Ontario. I am currently conducting a case study at (school name)
concerning Occasional Teachers for the completion of my thesis. Did you have a chance
to read my introductory letter? I am wondering if you would be interested in
participating? I am researching the Occasional Teacher and how their teaching
experience is influenced by the classroom setting left behind by the Full Time Employed
Teacher. Both Occasional Teachers and Full Time Employed Teachers will be
interviewed. I am calling to personally invite you to participate in a forty minute
interview at time that is convenient for you. I am interested in interviewing you in an
attempt to understand how your job experience is influenced based upon the classroom
setting that you enter. The interview will be audio-taped at your agreement and you will
have the opportunity to edit transcripts before they are analyzed. Would you be interested
in participating? Do you have any questions for me? What is a convenient time for you?
What is a convenient location for you?
Thank you very much and I look forward to meeting with you.”

Appendix G
Follow up Phone Script fo r Full Time Employed Teachers
“Hello, is
. available. Good morning/aftemoon/evening. My name is Janne
Bendheim. I am a student working toward completion of my Master’s of Education at the
University of Western Ontario. I am currently conducting a case study at (school name)
concerning Occasional Teachers for the completion of my thesis. Did you have a chance
to read my introductory letter? I am wondering if you would be interested in
participating? I am researching the Occasional Teacher and how their teaching
experience is influenced by the classroom setting left behind by the Full Time Employed
Teacher. Both Full Time Employed Teachers and Occasional Teachers will be
interviewed. I am calling to personally invite you to participate in a twenty five minute
interview at time that is convenient for you. I am interested in interviewing you about the
experiences that you have had with Occasional Teachers and your preparation for your
own absence. The interview will be audio-taped at your agreement and you will have the
opportunity to edit transcripts before they are analyzed. Would you be interested in
participating? Do you have any questions for me? What is a convenient time for you?
What is a convenient location for you?
Thank you very much and I look forward to meeting with you.”
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Appendix H
Email Script fo r OTs
Hello,
My name is Janne Bendheim. I am a student working toward completion of my Master’s
of Education at the University of Western Ontario. I am currently conducting a case study
at (school name) concerning Occasional Teachers for the completion of my thesis. I am
hoping that you received and had a chance to read my introductory letter. I am
researching the Occasional Teacher and how their teaching experience is influenced by
the classroom setting left behind by the Full Time Employed Teacher. Your experience as
an Occasional Teacher offers unique insight into Occasional Teacher’s work. Both
Occasional Teachers and Full Time Employed Teachers will be interviewed. I am writing
to invite you to participate in a fourty minute interview at time that is convenient for you.
The interview will be audio-taped at your agreement and you will have the opportunity to
edit transcripts before they are analyzed........
If you are interested in participating or meed more information, please e-mail me at
v = . . . I would be more than hapy to answer any of your questions.
Thank you very much and I look forward to meeting with you.
Sincerely,
Janne Bendheim
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Appendix I
Email Script fo r FTEs
Hello,
My name is Janne Bendheim. I am a student working toward completion of my Master’s
of Education at the University of Western Ontario. I am currently conducting a case study
at (school name) concerning Occasional Teachers for the completion of my thesis. I am
hoping that you received and had a chance to read my introductory letter. I am
researching the Occasional Teacher and how their teaching experience is influenced by
the classroom setting left behind by the Full Time Employed Teacher. Both Occasional
Teachers and Full Time Employed Teachers will be interviewed. I am writing to invite
you to participate in a twenty five minute interview at time that is convenient for you. I
am interested in interviewing you about the experiences that you have had with
Occasional Teachers and your preparation for your own absence. The interview will be
audio-taped at your agreement and you will have the opportunity to edit transcripts before
they are analyzed.
If you are interested in participating or need more information, please e-mail me
at______ I would be more than happy to answer any of your questions.
Thank you very much and I look forward to meeting with you.
Sincerely,

Janne Bendheim
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